Texas Southern University

Digital Scholarship @ Texas Southern University
Dissertations (Pre-2016)

Dissertations

1989

A Study of Graduating Colleges Student's Perceptions of Identified
Factors Related to Persistency in Acquiring a College Degree.
Frances K. Norman

Follow this and additional works at: https://digitalscholarship.tsu.edu/pre-2016_dissertations
Part of the Adult and Continuing Education Commons, and the Adult and Continuing Education
Administration Commons

Recommended Citation
Norman, Frances K., "A Study of Graduating Colleges Student's Perceptions of Identified Factors Related
to Persistency in Acquiring a College Degree." (1989). Dissertations (Pre-2016). 21.
https://digitalscholarship.tsu.edu/pre-2016_dissertations/21

This Dissertation is brought to you for free and open access by the Dissertations at Digital Scholarship @ Texas
Southern University. It has been accepted for inclusion in Dissertations (Pre-2016) by an authorized administrator
of Digital Scholarship @ Texas Southern University. For more information, please contact haiying.li@tsu.edu.

A STUDY OF GRADUATING COLLEGE STUDE1'i'"TS' PERCEPTIONS
OF IDENTIFfr.::D FACTORS RELATED TO PERSISTENCY
IN ACQUIRL TG A COLLEGE DEGREE .

D1SSERTATION
Presented in Partial Fulfillment of the Requircmews for
the De6 ~ee Dcctc·r of Education in the Graduate Sr.:hool
of Te~m:.; S ,) 1.f· e~11 Ui;iversity

By

K. France3 Norman, B.S ., M..Ed.

Texas Southern University

1989

Approved By
~

.,.

,,

.

. ...

APPROVED:

Advisor

,(

_/...!:.~~ ~ ( ~I ~

,

- V~ ·

.

~~~fffy

R08ERT J. TERRY LIBRARY
Tix.AS SOUTHERN UNIVERSITY

COPYRIGHT
1989

Kay F. Norman

TABLE OF CONTENTS
Page
LIST OF TABLES .................... ........ .................................. . ........ iv
LIST OF FIGURES ................ . .. ................ .... ... .... ............. ..... ... . vii

VITA ......................................................................................viii
DEDICATION ............................................................................ ix

ACKNOWLEDGEMENTS .............................................................. X
CHAPTER
1. INTRODUCTION ............................................................... 1
2. REVIEW OF RELAIBD LIIBRATURE .............. .... ................. 13
3. DESIGN OF 1'HE STUDY ................................................... 31

4. DATA ANALYSIS .............................. ... ..... . ...................... 38

5. SUMMARY, FINDINGS, CONCLUSIONS,
RECOMMENDATIONS ...................................................... 70
APPENDIX
PERSISTENCE SURVEY QUESTIONNAIRE ................................ 76
REFERENCES .......................................................................... 79

iii

LIST OF TABLES
Page

Table
1.

Analysis of Variance Summary Table for the Variables Grade and
Goal Commitment Aspect of Persistency ....................................... 39

2.

Analysis of Variance Summary Table for the Variables Marital Status and
Goal Commitment Aspect of Persistency ....................................... 40

3.

Results of the Scheffe Test for the Variable Marital Status:
Goal Commitment Aspect.. ....................................................... 40

4.

Analysis of Variance Summary Table for the Variables Income and
Goal Commitment Aspect of Persistency ....................................... 41

5.

Analysis of Variance Summary Table for the Variables Sex and
Goal Commitment Aspect of Persistency ................................. . ..... 42

6.

Analysis of Variance Summary Table for the Variables Ethnicity and
Goal Commitment Aspect of Persistency ....................................... 43

7.

Results of the Scheffe Test for the Variable Ethnicity:
Goal Commitment Aspect. ........................................................ 44

8.

Analysis of Variance Summary Table for the Variables Grade and the
Institutional Commitment Aspect of Persistency .............................. . 45

9.

Results of the Scheffe Test for the Variable Kind of Grade in High School:
Institutional Commitment ......................................................... 46

lQ.

Analysis of Variance Summary Table for the Variables Marital Status and
Institutional Commitment Aspect of Persistency ........ ... .................... 47

11.

Analysis of Variance Summary Table for the Variables
Income and Institutional Commitment Aspect of Persistency ........... ..... 47

iv

12.

Results of the Scheffe Test for the Variable Income:
Institutional Commitment Aspect ................................................ 48

13.

Analysis of Variance Summary Table for the Variables
Sex and Institutional Commitment Aspect of Persistency ..................... 49

14.

Analysis of Variance Summary Table for the Variables
Ethnicity and Institutional Commitment Aspect of Persistency............... 50

15.

Results of the Scheffe Test for the Variable Ethnicity:
Institutional Commitment Aspect ................................................ 51

16.

Analysis of Variance Summary Table for the Variables Grade and
Academic Integration Aspect of Persistency .................................... 52

17.

Analysis of Variance Summary Table for the Variables Marital Status
and Academic Integration Aspect of Persistency ............................... 53

18.

Results of the Scheffe Test for the Variable Marital Status:
Academic Integration Aspect ..................................................... 53

19.

Analysis of Variance Summary Table for the Variables Income and
Academic Integration Aspect of Persistency .................................... 54

20.

Results of the Scheffe Test for the Variable Income:
Academic Integration Aspect ..................................................... 55

21.

Analysis of Variance Summary Table for the Variables Sex and
Academic Integration Aspect of Persistency .................................... 56

22.

Analysis of Variance Summary Table for the Variables Ethnicity and
Academic Integration Aspect of Persistency .................................... 56

23.

Results of the Scheffe Test for the Variable Ethnicity:
Academic Integration Aspect ..................................................... 57

24.

Analysis of Variance Summary Table for the Variables
Grade and Social Aspect of Persistency ................................ ... ...... 58

V

25.

Analysis of Variance Summary Table for the Variables
Marital Status and Social Commitment Aspect of Persistency ................ 59

26.

Analysis of Variance Summary Table for the Variables
Income and Social Aspect of Persistency ..................... ....... ......... . . 59

27.

Results of the Scheffe Test for the Variable Income:
Social Aspect . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . 60

28.

Analysis of Variance Summary Table for the Variables
Sex and Social Aspect of Persistency .................. . ............. . .. ..... ... 61

29.

Analysis of Variance Summary Table for the Variables
Ethnicity and Social Aspect of Persistency ..................................... 62

30.

Analysis of Variance Summary Table for the Variables
Grade and Total Aspect of Persistency .......................................... 62

31.

Results of the Scheffe Test for the Variable Kind of Grade in
High School: Total Aspect .... . ............ . ..... ... .. ... .... . ... .. ..... .. .... .. . 63

32.

Analysis of Variance Summary Table for the Variables
Marital Status and Total Aspect of Persistency .............. .. ........ .... .... . 64

33.

Analysis of Variance Summary Table for the Variables
Income and Total Aspect of Persistency ........................................ 64

34.

Results of the Scheffe Test for the Variable Income:
Total Aspect ....................................................... .... ......... .. .. 65

35.

Analysis of Variance Summary Table for the Variables
Sex and Total · Aspect of Persistency ...... ........... ..... ...... ....... ........ .. 66

36.

Analysis of Variance Summary Table for the Variables
Ethnicity and Total Aspect of Persistency .. ...................... .. ..... ..... ... 67

37.

Results of the Scheffe Test for the Variable Ethnicity:
Total Aspect ....... . ....... ... .......... .. .. . .... .... .. .. ................. . .... .. ... 68

Vl

LIST OF FIGURES

Figure

Page
1.

Theoretical Model of College Persistence-Withdrawal .................... 14

vii

VITA

August 20, 1955

Born - Wharton, Texas

1977 ............................. .. ................. B.S., Prairie View A&M University
Prairie View, Texas
19 8 3 ................................................ M. Ed., Prairie View A&M University
Prairie View, Texas
1 9 8 4 .. .............................................. Educational Diagnostician
Houston Independent School District
1 9 8 6 ..... . .......................................... Patricia Roberts Harris Doctoral Fellow
Texas Southern University
Major Field ........................................ Higher Education

viii

DEDICATION

First, to my God and creative energy source from which all things materialize. This
dissertation is dedicated to my mother, Mrs. Irma Jean Harris, who has consistently
labored with me through the years, encouraging me to be a good Christian woman first,
and, subsequently, to organize my life. To my husband, James Norman, for his
understanding of the time and energy constraints of doctoral study. Also, this dissertation
is dedicated to my mentor and brother, Don, to Joseph, and also to my sisters, Zebborah,
Renee, and Michelle. Additionally, this dissertation is posthumously dedicated to one of
my advisors, Dr. Willie McCree.

ix

ACKNOWLEDGEMENTS

Sincere gratitude and appreciation are extended to Ralph Butler, Ph.D.,
Chairperson of my dissertation committee, and its members: Patricia Williams, Ph.D.,
James Cunningham, Ed.D., and Charles Mosley, Ph.D., for their advice and support in the
development of this dissertation. Also, sincere appreciation is extended to Alvin J.
McNeil, Ed.D., Joseph Jones, Ph.D. and James Norman, Ph.D. for recruiting me to study
as a Patricia Roberts Harris fellow at this university.
I also wish to thank the graduating students for their participation in the study. A
special thank you is extended to my computer expert, Mr. Clay Bowman, for his untiring
efforts in the printed preparation of this dissertation. Also, thank you to Mrs. Cannon and
the entire graduate school staff for such a positive attitude each time I entered their doors.

X

A STUD~. CF GRADUAT . :;o LvLLEGE TlJDEi'ffS' PERCEPTIONS
y.

OF IDEi', 1

EDE CTORS 1ffiLATED TO PEE.SIQTE1 rcy

IN AC l)IRlNG A COLLEGE DEG1<EE

K. Fi a. ces N rman, Ed.D.

Texas Southern University, 1989
Prof'"'ssnr R ph Butler, Advisor

Thi.:,, stuc · enccw"llasses an ex~mi:nati _, of t1"' e cenr:.·:ll hypothesis thd tl: e;.r~is no

Two hun 1reA ni.riety-three s . ,~_ents at a sout:£~.vest Texa::, niversity were the
respondents for the survey questionnaire. A single factor design was emp_oyed utilizing
high .scliool grade group, income ~ vel, marital status, ethnicity, and gen er as indepe 1dent

variables. Gm · co u1mitment institu ional comrr1itmen, academ·c integration, socicJ
integration and total a~pect are the dependent variables. Data ana ysis reflects application of
the one- ray analysis of variance.

Summary of Fjndi~
Rel.ati ve to ·tude· ts' perceptions of identifi

factors rela ed to peL ·stency in

acquiring a college degree, it was fou d that mruital status and ethnicity have a sig ificant
effect on the goal commitment fac•·or. Also, marit 1 st:l s, income level and ethnicity

significantly af ect the ~cademic in egrati , fact r. Income level has a significant impact on

--
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the social integration factor. Finally, the variables, high school grade, income level and
ethnicity, significantly impact the total aspect factor.

Recommendations
The following recommendations emanate from the findings of this study. In order
to enhance the goal commitment aspect of persistency of married students, officials should
provide a comprehensive portfolio of support services. Additionally, proportionate
minority freshmen and sophomore students on a campus should be scheduled together to
strengthen social integration. Campus-wide sensitivity for low-income students should
emanate from the governing board and be reflected throughout campus offices and
classrooms. Further, open admissions college recruiters should focus recruitment
addresses and literature on high school graduates of average grades. Recruiters should
emphasize institutional commitments to providing services which promote student success.
To enhance the academic integration of African and Asian students, it is recommended that
higher education officials increase this ethnic segment of its administration and faculty to
serve as mentors and role models.

C1L DTER 1

Introduction

Some students nry be ve11 st-rved by going to college for two years or by stopp·ng
in and uut of college. ~top u s are characterized as those college stu en.ts who r.ail to
consiste tly re-enroll 1,.0 ever, their degree attainment p ans remain intact. TI e incre sing
mmber of students who are stopping in and out of colleg . . is alarmi g, and only half of th,.
students v ho s:a.rt coUege ever gra,~1 ate (NIE report, 1984) . .A. 11 e:'tensive review of the

rese2rch by the. college Board (R:m1ht, 1981) shows that .ompl~ti n rates .c,.t fo1..1r--year
coLcge5 h'"'ve re-a~ai ]e.d re ativeiy stab e over t~me. Only 37 pe::ce;:1.t of smd:-;!1t · gnduu~e

1 •
,.
,.
,.,.., '
.
. : or,. t . :.; ,..'".:tJ.tes,
'
1 ~8-)
com.o.1.et1on
rates at totrr-~1car coueges
1Lc.Lca
,on C orrm t. "-::.;1c
i.:J · 1J •
..L.

.,,
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Addi ·o.-1aily, a longitad~,ol study of core .T L.city coLeg~ ,:;t.:;.d,-;:.-it perslst.:nc~ f ~~ty

11 percent aft~r eleven years, yie ding a tow cGmp'·"tion r2fo ff,. 43 percent for as long ··
eleven year_, in their quest fo a degree.

egm:dless of the persistenc"" o_! some st~dents, th s overai1 iate:· of c llege
participation and comp_eti n are simply not good enough. It remain,., ex .. eme-y imp011-ant

for in"tit~tio1 s to help students raise their - - r-irati .ns and ac "'uire .. e lmmv cd;e, attitw1e,; _

an.cl cegree/cenifi "ation t: -. . . y need to ma....1<e th.-..- m0st of the wk:e rc11 e of oppor unities
0

offere~ by a rapidly changing ~'"' --iety.

I . r-..,spon e to re- n-~olln: ~rt a.cd acc;ff 1ntabiF ty concen.s, . .

aI

1 colleges and

nivers~ties are undergoing in tense se f-stu,. .! y. T he fact that some instit 1~ions will be
forced to close if they are na le to at ract new students clearly mandates

research on sm ent per i ~r...,nc.

.,,.l

need for viable

con 1 m,.,: ·r re- nro11 cnt . Thr u 0 h Duw·nian ana ysis
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Commission, 1985). Additionally, a Texas study found that the persistence of MexicanAmerican students is no better today than it was about 10 years ago when they earned about
2.7 percent of all the bachelor's degrees (Texas Coordinating Board of Colleges and
Universities, 1985; Fields, 1988). Thus, the evidence presented here suggests that we
should pay special attention to minority students.
Although,persistency is recognized as an important educational issue, it is still an
emerging one. A review of extant literature reveals that few direct attempts have been made
to explain why students stay in college. Recent articles presenting multidimensional
approaches to and longitudinal theories of persistence render encouraging, yet
underdeveloped trends in the study of persistency. Persistence studies, therefore, offer
vital information if institutions are to effectively manage change, indeed, if these
institutions are to survive. Persistence studies are especially important to those institutions
caught in the double bind of rising costs of operation and dwindling or inconsistent student
re-enrollment (Lonabocker, 1982).
This research effort endeavors to study minority student persistence at a four-year
predominantly-black commuter institution because this student population reflects the
diversity found in higher education resulting from its post World War II commitment to
access and equal opportunity. The dramatic rise in the number of minorities enrolled in
institutions of higher education certainly demonstrates the commitment to the educational
process as a viable and effective means of attaining equality in the United States.
Additionally, the increase in the number of black students enrolled in institutions of higher
education has been dramatic; however, this increase should not obscure the fact that fewer
black students graduate (Spaights, Kenner and Dixon, 1987). Of the 8.4 percent of black
students attending institutions of higher education in 1972, only 6.4 percent graduated in
1976 (Watson, 1980). Because there is glaring evidence of a steady decline in majority
enrollments, the college persistence plight of blacks and other minorities is soon becoming
a national priority (Carnegie Foundation, 1975).
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Undergraduate, master's and doctoral degree level student persisters will constitute
the study sample. The three degree levels are not disaggregated because research suggests
that there are no more "traditional" degree level student characteristics (Hodgkinson, 1985).
It is therefore of vital national and institutional concern to directly study disaggregated
minority student persistence. The reason is simple: demographics (Levine, 1988).
According to demographic studies, current and expected changes in student demography
complicate ideas of the traditional student. Two out of every five undergraduates are now
more than 25 years old. By 1992, twenty percent will be more than 35 years old. Of the
more than 12 million students enrolled in our nations 3,300 colleges and universities, only
about half of these students attend college full-time, live on campus and are 18-22 years of
age. One in every six is a member of a minority group and by the year 2020, we will be a
nation of 44 million Blacks and 47 million Hispanics ( Hodgkinson, 1985). Moreover,
Lonabocker (1982) reports that by 1997, a 23.3 percent national decline will occur among
the 18-24 year old age cohort, the group on which undergraduate admissions officers
typically focus their recruiting efforts. Demography, according to Hodgkinson (1985) is
destiny. Thus, as the white teenage pool declines into the early 1990s, national and
institutional survival will dictate that the outreach to enroll and graduate minorities and other
nontraditional students grow stronger.
Research providing insight into the persistence process in postsecondary education
is emerging (Bean, 1982; Pascarella, 1980; Spady, 1970, 1971; Tinto, 1975). The most
comprehensive model ofthis complex phenomenon has been developed by Tinto (1975).
He suggests a longitudinal, theoretical model of persistence-withdrawal behavior that is the
result of a process of interaction between the individual and the institution. The student's
predispositions and experiences within the institutional environment lead to varying levels
of academic and social integration, the core concepts of Tinto's model. These, in tum,
continually modify or reinforce initial goal and institutional commitments to produce new
levels of commitment, which lead to persistence or withdrawal behavior. This widely
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validated research suggests that the students' integration into the academic and social
systems of the institution most directly influence persistence (Aitken, 1982; Bean, 1980;
Munro, 1981; Pascarella and Terenzini, 1979, 1980a, 1983; Terenzini and Pascarella,
1977, 1978). While the Tinto (1975) research will provide the theoretical framework of
this study, further research is needed for several reasons. First, Tinto (1975) only
indirectly focused on persistence. He directly focuses his research on student departure
(Tinto, 1975; 1988). Secondly, while many researchers advocate the inverse relationship
of student departure to persistence (Tinto, 1975; Aitken, 1982; Bean, 1980; Munro, 1981;
Pascarella and Terenzini, 1979, 1980a, 1983; Terenzini and Pascarella, 1977, 1978), and
many have studied the persistence of blacks on white campuses (Wiley, 1989; Brooks,
1989; Stoecker, Pascarella and Wolfe, 1988; Skinner and Richardson, 1988; Tracey and
Sedlacek, 1987; Lang, 1986; Gosman, Dandridge, Nettles and Thoeny, 1983). However,
one can only speculate about the persistence patterns of minority students at a
predominantly-black university. Finally, the limited generalizability of studies of this
nature forces an institutional examination of persistence with implications of local and
national scope (Johnson, 1987; Stinson, Scherer and Walter, 1987). Thus, a scholarly
discussion and direct examination of the perceptions of minority students towards identified
factors related to persistency is needed. Relative to higher education, this fundamentally
crucial issue should be at the forefront of dialogue and inquiry.

Statement of the Problem
Studies of student persistence in an academic setting, heretofore, have tended to
focus on one or two variable relationships to the exclusion of other variables. Additionally,
some of the research focuses on withdrawal behavior in an effort to provide information
useful in creating college environments conducive to student persistency. In contrast, this
study includes a broad range of possible variable relationships as they focus on and relate
to student persistence. Therefore, the pmpose of this study is to examine identified factors
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related to student persistence among sample cohorts of differing socio-demographic
variables at an urban, predominantly-black, commuter institution. Consequently, this
study seeks to examine the problem as stated in the following research question: Do the
socio-demographic independent variables (high school grade group, marital status, income
group, gender and race) impact upon graduating students' perceptions toward identified
factors related to persistency (goal commitment, institutional commitment, academic
integration, social integration and total aspect of persistency)?

Sienificance of the Study
In choosing to study persistence at any college or university we are, in effect,
choosing to study the essence of the institution, that which validates its mission and adds
credence to the need for its existence. A universal persistence profile has not emerged. For
purposes of comparison, it is useful to look at national samples and surveys; however, one
can only expect to understand the persistence situation at an institution by surveying the
students of that institution, determining why they chose to attend the college, and
examining what factors contributed to their subsequent decision to persist. Research
conclusions can then be used to promote institutional change (Lonabocker, 1982). Thus,
the findings of this study would be well served by its use in determining individual and
institutional factors which may enhance persistence among students of differing sociodemographic characteristics in an urban, four-year, predominantly-black, commuter
institution of higher learning. Generalizations and resultant data might be used by
administrators to project institutional staffing, scheduling and budget requests.
Finally, the conclusions will seek to explain, as well as describe, the perceptual
processes which cause individuals to persist within the educational setting; therefore, the
resultant data might also be used by college and university counselors and department
chairpersons for program planning and the development of institutional support services to
better serve the diverse student population within the university. Perhaps the truly great

►
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legacy of this study will be to generate findings which can serve as baseline data which
institutions can utilize to preserve their continuity and extend their student life expectancy in
an academic setting.

Statement of Hypotheses
According to the problem, the researcher developed several hypotheses to be tested
in this study. They are listed as follows:
H 1.

There is no statistically significant difference between the perceptions of
different high school grade groups of graduating students toward the goal
commitment aspect of persistency.

H2.

There is no statistically significant difference between the perceptions of
different marital groups of graduating students toward the goal commitment
aspect of persistency.

H3_

There is no statistically significant difference between the perceptions of
different income groups of graduating students toward the goal commitment
aspect of persistency.

H4.

There is no statistically significant difference between the perceptions of
male and female graduating students toward the goal commitment aspect of
persistency.

Hs.

There is no statistically significant difference between the perceptions of
different racial groups of graduating students toward the goal commitment
aspect of persistency.

H6.
...

There is no statistically significant difference between the perceptions of
different kinds of grade groups of graduating students toward the
institutional commitment aspect of persistency.
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H 7.

There is no statistically significant difference between the perceptions of
different marital groups of graduating students toward the institutional
commitment aspect of persistency.

Hg_

There is no statistically significant difference between the perceptions of
different income groups of graduating students toward the institutional
commitment aspect of persistency.

H9.

There is no statistically significant difference between the perceptions of
male and female graduating students toward the institutional commitment
aspect of persistency.

H 1O·

There is no statistically significant difference between the perceptions of
different racial groups of graduating students toward the institutional
commitment aspect of persistency.

H 11 •

There is no statistically significant difference between the perceptions of
different kinds of grade groups of graduating students toward the academic
integration aspect of persistency.

H 12·

There is no statistically significant difference between the perceptions of
different marital groups of graduating students toward the academic
integration aspect of persistency.

H 13.

There is no statistically significant difference between the perceptions of
different income groups of graduating students toward the academic
integration aspect of persistency.

H 14.

There is no statistically significant difference between the perceptions of
male and female graduating students toward the academic integration aspect
of persistency.

H15.

There is no statistically significant difference between the perceptions of
different racial groups of graduating students toward the academic
integration aspect of persistency.
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H16•

There is no statistically significant difference between the perceptions of
different kinds of grade groups of graduating students toward the social
aspect of persistency.

H 17.

There is no statistically significant difference between the perceptions of
different marital groups of graduating students toward the social aspect of
persistency.

His-

There is no statistically significant difference between the perceptions of
different income groups of graduating students toward the social aspect of
persistency.

H19.

There is no statistically significant difference between the perceptions of
male and female graduating students toward the social aspect of persistency

H20.

There is no statistically significant difference between the perceptions of
different racial groups of graduating students toward the social aspect of
persistency.

H21.

There is no statistically significant difference between the perceptions of
different kinds of grade groups of graduation students toward the total
aspect of persistency.

H22.

There is no statistically significant difference between the perceptions of
different marital groups of graduating students toward the total aspect of
persistency.

H23.

There is no statistically significant difference between the perceptions of
different income groups of graduating students toward the total aspect of
persistency.

• H24.

There is no statistically significant difference between the perceptions of
male and female graduating students toward the total aspect of persistency.
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H25.

There is no statistically significant difference between the perceptions of
different racial groups of graduating students toward the total aspect of
persistency.

Assumptions
1. All respondents will give unbiased responses to the smvey questionnaire.
2. Graduating students will have a more favorable perception toward the goal
commitment aspect of persistence.

Limitations
This study was conducted under the following theoretical limitations:
1. The study was limited by the nature of the data-gathering instrument and the
generalization caution suggested in regard to the sampling procedure used to collect the
data.
2. Analysis and treatment of the data were restricted to the theorized problem
statements and the formulated hypotheses.

Delimitation
The following procedural limitations were placed on the study by the researcher:
1. Smvey responses of undergraduate, master's, and doctoral degree level students
in the August 1988 commencement line at an urban, predominantly-black, commuter
institution in southwest Texas were used to generate data for this study.
2. This study examined five identified factors related to persistency in the
hypothesized variable relationships as they relate to five student socio-demographic
variables. The five identified factors related to persistency include: gaol commitment,
institutional commitment, academic integration, social integration, and total aspect. The
five socio-demographic variables include: high school grade group, marital status, income
group, gender and ethnic origin.

11

Definition of Terms
The following terms were specific to this study. Their definitions are operational.

1.

Academic integration. An individuals grade performance and his own

personal evaluation of the academic system during his college experience.
2.

Attrition. Gradual process of decline in student re-enrollment.

3.

Doctoral degree level student. A student who possess an

undergraduate and graduate degree and is currently pursuing a program of study which
leads to a Doctor of Education (Ed.D.) degree.

4.

Dropout. Student who voluntarily and permanently withdraws from a

college or university.

5.

Goal commitment. An individual's determination to complete an

academic degree program.

6.

High school grade. Meeting certain explicit standards of the academic

system. This is a reflection of the person's ability and of the institution's preferences for
his particular style of academic behavior.

7.

Institutional commitment. An individual's loyalty to a particular

institution of higher learning.
8.

Master's degree level student. A student who is currently pursuing a

program of study which leads to a Master's, Professional or equivalent degree.

9.

Persistency. The process whereby students consistently re-enroll in

college until their educational goals are met.
10.

Retention. Success of the college or university to have its students

consistently re-enroll and experience academic success.

1.1.

Social integration. Collective personal affiliations with the institutions

faculty and social climate.
12.

Stopouts. College students who fail to consistently re-enroll, however,

their degree attainment plans remain intact.

12

13.

Total aspect of persistency. The graduating college students'

cumulative perception toward identified factors related to persistency.
14.

Undergraduate student. Students enrolled in a program of study

leading to a bachelor's degree.

Chapter Summary
This chapter establishes the uniqueness of the study in investigating the perceptions
of students of differing socio-demographic characteristics toward identified factors related
to persistence within an institution of higher education. The research clearly indicates the
need for a study of this nature as persistence studies are few and the hypothesized variable
relationships of existing studies have displayed limited scope, particularly within this
cohort group. In that regard, this study will certainly make a unique contribution to the
existing body of knowledge on persistence, particularly to those institutions whose focus is
the socio-demographically diverse student matriculating at an urban, predominantly-black,
commuter institution.
In an effort to understand persistence more accurately, a synopsis of withdrawal

studies is provided within this research effort. Perhaps a broad presentation of theories
elaborating on leaving behavior will enable college and university personnel to mitigate
these conditions and engender increased persistency. It is expected that the resultant data
will yield findings to generate salient conclusions of tremendous importance to university
administrators and program planners relative to student persistence.

CHAPTER2

REVIEW OF RELATED LITERATURE

Whereas conventional wisdom has long attributed individual occupational prestige,
personal benefit, and collective social mobility to the educational process, postsecondary
education has become widely used by individuals and policy makers to improve existing
social inequalities (Stoecker, Pascarella and Wolfe, 1988; Duncan, Featherman, and
Duncan, 1972). Persistence within the educational process can therefore be considered
beneficial to the individual, the greater society, and the institutions involved in the process.
Investigations of student persistence are beginning to proliferate as researchers seek to
further identify and analyze indices related to persistence (Bean, 1982; Pascarella, 1980;
Spady, 1970). According to researchers (Stoecker, Pascarella and Wolfe, 1988;
Pascarella and Chapman, 1983; Pascarella, Duby and Iverson, 1983; Pascarella and
Terenzini, 1980), the most comprehensive model of the complex phenomenon of student
persistence has been developed by Tinto (1975). He suggests a longitudinal, theoretical
model of persistence-withdrawal behavior that is the result of a process of interaction
between the individual and the institution. In relation to persistency, the individual enters
the institution with a unique set of precollege characteristics including family background,
individual attributes, and secondary school experiences. These factors influence the
individual's level of commitment to the institution and to the goal of graduation. Tinto's
(1975) path analysis model is both longitudinal and complex, the tenets of which
researchers have repeatedly sought to validate or refute (Pascarella and Chapman, 1983;
Aitken, 1982; Bean, 1980; Munro, 1981; Terenzini and Pascarella, 1977, 1978; Pascarella
and Terenzini, 1979, 1980a, 1983; Terenzini, Pascarella, Theophilides, and Lorang,
1985). According to Tinto (1975), "Other things being equal, the higher the degree of
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integration of the individual into the college systems, the greater will be the student's
commitment to the specific institution and to the goal of college completion" (Tinto, 1975,
p. 96). Figure 1 graphically outlines Tinto's (1975) model and is presented here as a
conceptual approach to understanding college student persistence.
Figure 1. Theoretical Model of College Student Persistence-Withdrawal
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Because of its predictive ability in regard to persistence, a large portion of studies
endeavor to synthesize and build upon the core components of Tinto's (1975) theory
(Donavan, 1984; Getzlaf, Sedlacek and Blackwell, 1984; Pascarella and Chapman, 1983a,
1983b; Terenzini and Pascarella, 1980). In isolating the variable relationship of income to
student persistence patterns, Donavan (1984) found that the persistence process for lowincome college students is similar to the process for college students in general. Findings
support Tinto (1975) but suggest, however, that college experiences rather than precollege characteristics are important direct determinants of persistence.

hi order to further validate Tinto's model of persistence, Stinson, Scherer and
Walter (1987) tested the model's predictive ability with deaf college students. Since college
enrollment of deaf persons in colleges has increased to more than 8,000 in 1986, coupled
additionally with the change in societal attitudes toward providing educational opportunities
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to people with disabilities, clearly indicates that these persons are gaining access to higher
education. In this study, it was found that students who expressed greater social
satisfaction, in the sense of perceived opportunities to become or remain socially integrated,
were more likely to persist Thus, this socially interactive perspective is consistent with
Tinto's (1975) theory that persistence is a function of the student's interactions with the
social systems of college, however, deaf students tend not to stress the importance of
academic systems.
In college student persistency issues related to race, Lang (1986) suggests that

Black college students have some factors related to persistency which are peculiar unto
themselves.

Lang (1986) suggests that a gross inadequacy of guidance and counseling

available to the masses of Black students both in the public schools and homes exist upon
enrollment. Colleges and universities would, therefore, do well to establish innovative
counseling programs to address and alleviate some of the coping problems that black
students face when entering college These programs should be designed to help blacks
select and enroll in the appropriate classes to fulfill their degree requirements also to
provide substantive counseling in dealing with personal and academic problems, goalsetting, self-motivation, study habits, priority setting, self-discipline, and time
management.
Also related to the relationship of race and persistency is the research of Gosman,
Dandridge, Nettles and Thoeny (1983). They found significant differences between black
and white student cohorts in terms of their overall progression rates or time it takes to
graduate. However, racial differences in persistence disappeared when other student and
institutional characteristics were taken into account. These researchers warn college and
university administrators to rethink special counseling and persistence programs designed
especially to serve minority group students. They suggest that in all likelihood, these
programs will be more effective it they are designed around those characteristics each
institution finds to be directly related to the persistence of its students.

.....
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This conclusion of institutional importance is supported by the research of Bynum
and Thompson (1983) as they examined the effects of race and sex as individual student
characteristics influencing persistence. Their research sought to determine if and how
unbalanced racial and sexual representation in selected freshman classes affect subsequent
persister behavior. Findings suggest that when new college students enroll in freshmen
classes there are no institutional restraints or requirements based on race or sex. The
demographic compositions of college classes are allowed to develop somewhat
spontaneously without any predetermined plan for the ultimate proportions of race and sex
subgroups that will emerge. The longitudinal data generated two useful and intriguing
insights regarding the effects of unbalanced racial and sexual representation in classes on
subsequent persister behavior. First, that in relation to class proportion, majority students
of any race are much more likely than students of the proportional racial minority to persist
to class completion. Second, the findings strongly suggest that the sex ratio tends to be
self-adjusting over time. It was found that the surplus sex group within the class cohort
will experience the heaviest attrition, and the persistence rate of the smaller sex group will
be higher. Bynum and Thompson (1983) state that this observation is offered to suggest
the possible impact of the demographic composition of student populations on persistence.
In contrast, the more pointed research on racially compared rates of completion and
progression as reported by Brooks (1989) found that black students attending historically
black colleges and universities obtain their bachelor's degrees at a higher rate than blacks
attending other institutions. Findings indicate that six years after entering a public fouryear traditionally white institution, just 25.6 percent of black students had received a
bachelor's degree, compared with 48 percent for white students. At private institutions, the
completion rate for blacks was slightly higher at 28.5 percent, compared with a 56 percent
completion rate for white students. By contrast, the completion rate for blacks attending
historically black colleges was 79 percent. The main reasons cited for the greater success at
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black colleges were the supportive environments and the presence of black role models at
the institutions.

In response to concerns raised by this division of the research, many colleges and
universities are devoting greater attention to monitoring and shaping the characteristics of
their student bodies. Recruitment programs are being more carefully targeted to increase
the probability of successful program completion. Administrators realize that good
research about the dynamics of enrollment is critical to the success of an institutional
enrollment management program. Ewell (1987) suggests that the best way to begin
development of an integrated research program to support enrollment management is to
conceptually link all processes that contribute to the institution's overall enrollment profile.
The requirement to link all processes that contribute to the institution's enrollment profile
demands that student enrollment be modeled from the outset as the product of a specified
longitudinal process, one that begins with a given student being identified as a member of a
defined recruitment population, and that ends with unambiguous withdrawal or program
completion.
It is crucial for college recruiters, counselors and program planners that the debate
concerning race and persistence be resolved as Cohen (1985) reminds us that persistence is
multifaceted, beginning with recruitment and ending with student career employment.

INROADS is an example of one such multifaceted approach which largely recruits minority
high school sophomores and juniors. The program exposes the students to business career
sessions, college courses on math and communication skills, corporate tours and
internships. Focusing on identified barriers to minority participation, INROADS offers
guidance and other support services during the college years and culminates in full-time
employ ment once students complete college (Farrell, 1989).

In support of theories advancing strong counseling and a support services program,
the research of Tyree and Ritch (1982) suggests that institutions themselves can play an
important role in influencing student persistence behavior. They found that the simple but
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important human emotion of caring may be the key to unlocking the uncertainty of student
persistence in this so-called decade of decline, the 1980's. A loss in the form of nonreturning, previously enrolled students prompted officials on one college to do something
as simple as making a telephone call expressing concern to the student. This action
dramatically increased their re-enrollment and market penetration rates, as well as bolstered
student perceptions that the college officials really do care about its students.
This concept of caring is important for many Black and Hispanic youngsters at
predominantly white colleges and universities as the social climate tends to alienate
minorities and impede their academic survival. Having enrolled minority students is no
longer sufficient as we head into the 1990's, colleges and universities must face
persistence and successful graduation of their minority students (Spaights, Kenner and
Dixon, 1987). Wiley (1989) suggests that cultural and language barriers make it difficult
for them to seek personal or tutorial help. Data suggest that the pressures of living in an
insensitive or indifferent community have triggered poor academic performance and low
persistence rates among Black and Hispanic students.
Richardson and Skinner (1988) add that persistence is often a function of correctly
matching the background of a student with the expectations of an institution. When there is
an incongruence, either the individual or institution must change. To the extent that
institutions expect students to do all or most of the adjusting, they limit the range of
minority students they can serve responsibly to those who resemble traditional college
students in preparation and opportunity. However, given the current socioeconomic status
of minorities, the disparities in parental education and income, the deficiencies in
schooling, and coping skills, relatively few minority students will fit the profile. The
researchers suggest that incongruities between minority students and the traditional
campuses will not be met through changes in admission criteria without carefully planned
modifications of campus environments. Otherwise, these incongruities will result in low
minority persistence rates. Majority institutions must care enough about minority
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persistence that they accept responsibility for improving its environment as well as working
to improve the preparation of its minority constituents.
At South Carolina University, one such majority institution, persistence is viewed
not as a minority issue instead persistence is viewed as a college freshmen issue. As
reported in the Chronicle of Higher Education (Green, 1987) all college freshmen need to
be taught "college survival skills," such as study and test taking techniques, as well as
constructive ways to relate to peers and professors. Orientation has become a serious
introduction to campus life with a great deal of courses beyond the freshmen seminar.
Freshmen orientation is now being aimed at the freshman year experience and is being used
to set the format for the student's attitude about the whole concept of higher education. At
South Carolina this means that in a systematic, concerted, intrusive way, administrators
have found orientation as the means to get the student hooked onto the institution.
Additionally, during orientation at Southern Methodist University, theater majors do
dramatic renditions of many issues which face college freshmen. In short, orientation at
many colleges and universities is now being more fully developed to counteract the
vulnerability of freshmen and thereby increase persistency (Green, 1987).
Apart from the notions of caring and extensive orientation; yet in keeping with the
influence of the affective domain of these theories is the research of Spaights, Kenner and
Dixon (1987). These researchers examined the noncognitive variable of assertiveness of
black students with relation to persistence on predominantly white campuses. In this
study, findings are reported from research on one hundred nineteen black students
attending institutions within the University of Wisconsin system. It was concluded that for
this sample of black students attending predominantly white universities, non-academic
factors such as assertiveness had no impact on persistence for total group.

Conversely,

when comparing persistence of black students with that of white students, Tracey and
Sedlacek (1987) found that only the noncognitive dimensions were predictive of black
student persistence. The noncognitive dimensions examined in this study using the 23-item
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Non-Cognitive Questionnaire included: (a) global positive self-concept; (b) realistic selfappraisal; (c) understanding of and ability to deal with racism; (d) ability to work toward
longer-term goals; (e) availability of supportive people (t) successful leadership experience
(g) demonstrated community service and (h) academic familiarity. For white students,
academic ability was the best predictor of first semester grades, and these grades were the
major predictor of subsequent persistence; however, the noncognitive dimensions found
unrelated to white student persistence were found to be crucial in predicting black student
academic success and subsequent persistence. The results of this study support the
concept that different processes are involved in persistency success for white and black
students on a predominantly white campus. Thus, with respect to the black sample,
persistence and grades were found to be independent of each other. These results support
those found by Tracey and Sedlacek (1984, 1985, 1987) in past studies. Those
dimensions most related to persistence for black students were those having to do with a
positive self-concept, maturity in coping skills, a realistic self-appraisal, and preferring
long-range goals to more short-term immediate needs. Tracey and Sedlacek (1987)
recommends that this study be replicated multi-institutionally using a questionnaire of more
items.
A study which adds credence to the reported influence of noncognitive variables
and the difference race makes in the lives of black students on campuses where they are the
minority or majority with relation their success in higher education was reported by Allen
(1987). The findings support conclusions which suggest that compared to white students,
black students on white campuses average lower persistence rates, weaker educational
backgrounds, less satisfactory relationships with faculty, lower grade point averages,
lower ~nrollments in postgraduate programs more dissatisfaction and greater alienation. By
contrast, black students on black campuses are reportedly satisfied, engaged in campus life
and well-adjusted. These black students evidence more positive psychosocial adjustments,
stronger cultural awareness and commitment, greater relative academic gains during the
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college years, and higher attainment aspirations. It was concluded that on many white
campuses, black students purchase impressive physical plants, rich resources, and more
diverse program options at the cost of social alienation, intense academic competition, racial
stress, and a loss of peace of mind.
Directly opposing the aforementioned findings is the results of an investigation of
cognitive and noncognitive indices by Williams and Leonard (1988). These researchers
investigated factors associated with Black students' remaining in school and their
successful completion of requirements in their majors that would lead to graduation.
Findings indicated that cognitive measures of high school grade point average and
Scholastic Aptitude Test scores were more important than noncognitive indices such as
self-efficacy, vocational interests, and college environment in determining black student
persistence.
For years traditionally white institutions nationwide have recognized and sought
ways to bridge the chasm between minority interests and white understanding in hopes of
easing an often hostile social transition and improving minority persistence (Wiley, 1989).
Research reviews of the socialization theory (Goslin, 1969; Davie, 1958; Rootman, 1972),
makes the recommendation that a crucial variable in determining the outcome of unfamiliar
socialization experiences is the degree of "fit" between the individual and his immediate
environment. This concept called person-role-fit, when applied to black college student
persistence on white campuses postulates that inside an educational community there is
relentless pressure on the individual to conform, at least in behavioral terms. The individual
who is not willing or able to conform, the one who does not "fit" the role or who does not
"fit" into the group, has a problem. If he cannot resolve it either by modifying his
propeJ!ies (his personality, interests, or values) or by making himself more attractive to his
peers, he is likely to experience stress from the unresolved problem. This stress leads to a
reaction which may be called strain. One rational way to alleviate or "cope" with strain is to
eliminate the stressful situation that caused it. According to the researchers, this can be
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accomplished most effectively by the voluntary withdrawal which leads to decreased
persistency of black students on white campuses.
Pascarella and Chapman (1983a) note that a major portion of persistence behavior is
so idiosyncratic that it is difficult to capture in any rational explanatory model. They
conceptualized persistence patterns as an individual rather than an institutional or
environmental phenomenon and examined persistence behavior in terms of residential
versus commuter students. Their findings suggest that the social and cultural experiences of
student life for commuters may be so limited that they assume a much less pronounced role
in decisions to persist in school than social and cultural experiences at primarily residential
universities. Thus, Pascarella and Chapman (1983a) found that persistence in primarily
commuter institutions is more likely to be directly influenced by student background traits
while the influence of such student traits in residential institutions is more likely to be
mediated by the actual experience of college.
Whether environmental, individual or institutional, researchers agree that a
discussion of largely commuter students must include that segment of higher education
known as the community college and its staggering number of minority students.
Voorhees (1987) finds community colleges are particularly stricken by escalating attrition
rates with their ease of access, central locations and commitment to providing diverse
educational experiences. Community colleges are unique institutions serving a clientele that
is more heterogeneous with respect to both demographic variables and reasons for
attending. The ease with which students enter and the relatively low cost they bear may
translate into less commitment toward the college, which, in tum, means that fewer
students might be expected to persist. In examining the academic factors that affect
community college transfer student persistence, Johnson (1987) found that actual
persistence of transfer students is strongly associated with perceptions of the value of their
education to future employment. Cox (1988) points out the difficulty in retaining students
when it is not clear in the students mind how the sacrifice of going to college is going to
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pay off in some way. For male transfer students, the Johnson (1987) findings indicate that
the perceived practical value of their academic program was associated with their intent to
return. Pressures of external factors were associated with their academic satisfaction.
Whereas female transfer students, the perception of being academically integrated was
associated with academic performance and perceived practical value of their program.
Thus, Johnson (1987) concludes that persistence among community college transfer
students is strongly related to academic integration and practical value of the academic
program. These findings support the research of Winn (1985) who suggests that today's
college students are vocational and pragmatic thinkers. The more transfer students
perceive that their majors and courses will help them get jobs after graduation the more
satisfied they are with their academic programs and the more likely they are to persist.
Research findings supporting the relevance of perceived practical value of
programs to student persistency draws support from Maslow's (1970) motivation theory
which postulates that positive motivators act as a type of force which draws students either
to enter or remain in college. At any time, forces which motivate a student to remain in
college must be stronger than those which tend to pull him away.
College students prevailing perceptions of the practical value of many college and
university practices had to be considered by administrators when first faced with the data of
declining enrollments and reduced student contact hours. Assessment testing and course
placement was the first to be eliminated in a series of demands from a dwindling, yet
powerful, pool of eligible students who mirrowed the freedom of choice movement
prevalent at that time. Research of Rounds and Anderson (1985) state that during the
freedom of choice movement students of the 1960s argued for more access, fewer tests and
more opportunities to make their own decisions. In many cases they won those rights as
schools retreated from course placement testing and course prerequisites. This retreat,
coupled with the open admissions policy led to the promotion of the concept of the
"students right to fail." Rounds and Anderson (1985) make the point that in reality, the
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"right to fail" became prophetic: by accommodating to provide what many claimed to be
equal opportunity, colleges in fact doomed many students to failure. These students, as a
result of lack of clear course guidelines, combined in many cases with serious skill
deficiencies, often made inappropriate selections and found themselves struggling and
failing. This caused persistence rates to plummet until, in recent past, it was not
uncommon for 50 percent and better of those who began a class to disappear before the
term was over.
After a decline in the aforementioned right to fail movement of the 1960s, colleges
are returning once again to mandatory testing and placement of students in courses and
programs where they have a reasonable expectation of succeeding. The idea that students
should be given the right to fail was laid to rest as another experiment in education that
proved baseless.
In addition to the return of mandatory testing and placement of students, Cohen
(1985) suggests strategies of orientation, early intervention, and tutorial activities to
enhance student academic success. Whether for the educationally motivated reasons of
assisting learning or the institutionally motivated reason of maintaining high enrollments in
the face of a declining population, these strategies seem destined to enhance student
persistency. Additionally, many colleges and universities are involved in a re-examination
of admission policies to make sure they are not putting up barriers to minority participation.
In terms of minority participation and success O'Brien (1988) states that when many
colleges talk about minority students, many of them talk about student access but they
should also be concerned about student success.
Therefore, in harmony with our growing sensitivity regarding civil rights and
efforts to operationalize the ideal of equal educational opportunity, researchers emphasize
the significance of financial aid in the formula for persistence and equality of educational
opportunity (Jensen, 1983; Fife, 1975; Stampen and Cabrera, 1986). Murdock (1987)
states that educational opportunity exists when economic barriers are removed and
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individuals have opportunity of access, choice, and persistence in higher education.
Financial aid is assistance provided by higher education institutions, state and federal
government to help students defray the costs of postsecondary education. According to
Fischer (1987), society has a clear interest in maximizing the numbers of students who
finally graduate: yet, current student aid subsidies (Title IV of the Higher Education Act)
provide virtually no incentives for degree attainment. Both Jensen (1983) and Fife (1975)
emphasize the significance of persistence as they state that "equal educational opportunity
will be achieved only when students who have entered the institutions of choice are able to

continue to the limits of their capabilities and motivation" (Jensen, 1983, p. 299). "In other
words, students should have sufficient means to pursue their education. If this does not
occur, then the aid program falls short of full equal educational opportunity" (Fife, 1975,

p. 8).
In a meta-analysis study to examine whether or not financial aid actually promotes

student persistence in higher education, Murdock (1987) performed the statistical analysis
of the summary findings of thirty-one empirical studies which investigated the relationship
between student persistence and financial aid. The purpose of the meta-analysis was to
provide a quantitative review of the literature and to provide a generalizable estimate of the
effect of financial aid. Operating under the assumption that if the financial aid objective of
persistence in the formula for equal educational opportunity has been met, the persistence
rates of aided and non-aided students would be approximately the same. In assessing the
overall effect of financial aid on persistence, Murdock ( 1987) found that the average person
receiving financial aid would have a persistence likelihood greater than 55.2 percent of the
nonfinancial aid group. Thus, financial aid could be expected to move the typical person
from the 50th to the 55.2 percentile of persistence for the nonfinancial aid population.
Findings of a subsequent hypothesis lends support to the validity of these statements, as
Murdock (1987) further found that when financial aid recipients are matched with
nonrecipients of equal academic ability, when tested at the .05 level, they appear to persist
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at almost the same level. Conclusions of tremendous educational importance yielded by
this analysis include: 1) Financial aid does promote student persistence and thus achieves,
to some degree, a major goal of federal and many state student financial aid programs. 2)
Financial aid has a stronger effect on the persistence of two-year students than four-year
students. Figures on two-year college student persistence revealed that black financial aid
recipients persisted at a 23.6 percent higher rate than black nonrecipients, white recipients
persisted at a 15.1 percent higher rate than white nonrecipients. 3) Financial aid appears to
have a stronger effect on the persistence of private institution students than on public
institution students. 4) Financial aid has a stronger effect on persistence during the latter
years of college than on the freshman year, particularly in terms of graduation probability.
Similar findings from investigations of the effects of scholarships on student
persistence were reported by Woodward (1988). Findings suggest that four-year
renewable scholarships encourage student persistence in college, possibly because of relief
from financial concerns, mutual institution-student commitment, and a sense of
responsibility that accompanies honor and recognition, or a combination of these factors.
Institutions were encouraged to award renewable scholarships versus single-year
scholarships to enhance institutional commitment and individual persistence.
Researchers establish that withdrawal and persistency are inversely, yet, intimately
related (Tinto, 1975; Murdock, 1987). Further, that adequate conceptualization of the
dropout process will lead to an understanding of the perceptual processes, which bring,
over time, differing individuals within the institution to varying levels of persistence. With
this established associative principle as referent, this research effort has included a synopsis
of relevant research, including those, whose focus, seemingly, is withdrawal. It is the
hope of this researcher that presentation of a broad spectrum of failure to persist theories
will enable college administrators to mitigate these conditions and thereby engender
increased persistency.
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Thus, driven by the desire to learn what type of student fails to re-enroll in
college, what reason is given for this action and how it can be prevented, several recent
reviews in the literature have agreed on generalizations about the research on student
attrition (Pantages and Creedon, 1978; Terenzini and Pascarella, 1980; Getzlaf, Gordon,
Sedlacek and Blackwell, 1984; Rever and Kojaku, 1976; Lea, Sedlacek and Stewart, 1979;
Tinto, 197 5). First, it is clear that no single factor explains student failure to persist at the
college level. Second, the population of students who fail to consistently re-enroll in
college is not homogeneous with respect to its educational history and reasons for attrition.
Merton (1957) gives early warning that college and university administrators often
have the assumption that failure to re-enroll represents a negative decision on the part of the
student, an assumption which college personnel need to attempt to prevent. He suggests
that administrators not overlook the possibility that attrition may have functional, as well
as, dysfunctional consequences. According to Dentler and Erikson's (1959) proposition,
deviant behavior functions in enduring groups to help maintain optimum performance, to
provide a contrast to give the reward structure meaning, and to maintain the boundaries of
the group. Willner (1982) aligns with this position and asserts that failure to re-enroll often
represents a positive decision on the part of the student, a change or upgrading of
educational or vocational goals. Failure to re-enroll can also reflect recognition by students
that the initial decision to enroll was unrealistic, a recognition which may be justified and
should not be prevented. Willner (1982) adds that some "dropping out" ends up as
"stopping out" which cannot be prevented since it is motivated by unforeseen
circumstances. Temporarily stopping out is perceived as a viable alternative by many
college students in response to diverse circumstances and reasons as financial need,
marriage,. military service, and the lack of clear academic and career goals. In support,
Tinto (1975) takes into account the variety of external forces that may affect a person
decision to remain in or withdraw from college. Rates of student persistence, theoretically,
may be affected by changing supply and demand in the job market. He observes that
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individuals may decide not to re-enroll (voluntary withdrawal) in order to invest their time
and energies in alternative forms of activity even though their experiences in college may
have been satisfactory. Researchers suggest that these commitments which reflect the
person's integration into the academic and social domains of the institution, are themselves
the result of the person's perception of the benefits (academic attainment, personal
satisfaction, friendship) and the costs (financial, time, dissatisfactions, academic failure) of .
his attendance at college (Tinto, 1975; Spady, 1970; Bean, 1983; Pascarella and Chapman,
1983b; Voorhees, 1987; Lewis, Leach and Lutz, 1983). These theories correlate closely
with the persistence research of Winn (1985) and Johnson (1987) on the influence of
students' perception of practical value of their academic endeavors as being direct
determinants of persistency or failure to persist.
Additionally, withdrawal patterns have been examined utilizing empirical
relationship variables such as the absence of strong family encouragement to achieve higher
education (Astin, 1975, 1977; Hackman and Dysinger, 1970) background characteristics,
goal commitment, academic and social integration (Tinto, 1975) race and sex (Bynum and
Thompson, 1983; Gosman, Dandridge, Nettles, and Thoeny, 1983) personality traits such
an impulsiveness and inflexibility (Astin, 1972; Pervin, Reik and Dalrymple, 1966)
institutional type (Astin, 1972; Bayer, 1973; Pascarella and Chapman, 1983) and the
number of casual faculty contacts experienced by students (Centra and Rock, 1971).
Some of these studies have their roots in Durkheim's (1961) theory of suicide which
postulates that when one views the college as a social system with its own value and social
structures, one can treat failure to persist within that social system in a manner analogous to
that of suicide in the wider society. According to Durkheim (1961) suicide is more likely
to occur when individuals are insufficiently integrated into the fabric of society in general or
college life in particular. Thus Tinto (1988) highlights the varying difficulties individuals
face over time in attempting to persist in college as consisting of three major stages of
separation, transition and incorporation, which students typically must pass in order to
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complete their degree programs. Tinto (1988) describes those stages as indicative of
separation from high school, transition between associations of the past and hoped for
associations with communities of the present, and finally, incorporation into the community
of the college.
It would be unnecessary to examine factors related to college student persistency if
the phenomenon of student withdrawal did not exist. Researchers conservatively estimate
future dropouts are one-fifth or 20 percent of the total enrollment at any point (Fischer,
1987). Additionally, Fischer (1978) points out that with roughly 9 million full-time
equivalent students and average per-FTE college expenditures of at least $11,000, the
annual cost to society of educating these future dropouts is on the order of 9 million FTE
times a 20 percent dropout rate times $11,000 -about $20 billion. Society, therefore, has
good reason to be concerned and to want higher persistence rates.
In summary, the study of student persistence is both important and complex. As
this review of literature demonstrates, not only is persistence a multidimensional
phenomenon composed of academic, psychosocial, and demographic factors but, as noted
by Pascarella (1986) and Stinson, Scherer and Walter (1987), it varies by institution and
changes continuously even within one group of students. Therefore, a universal
persistence profile has not emerged. Reasons for persistence found in a national sample
may differ considerably from those at an individual college or university. Additionally, the
diversity of higher education results in institutions that possess characteristics likely to
attract a unique student body. Students dropping out of community colleges are probably
leaving for reasons different from those of students in four-year private institutions. Due to
the less homogeneous population of multiple levels of cognition and development which
studen~s bring to class, many of the theories and models of the past to increase retention
and persistence are no longer effective. Thus, it is commonly agreed that studies must be
undertaken at individual institutions to construct an accurate persistence or withdrawal
profile for each college. For purposes of comparison, it is useful to look at national
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samples and surveys, but one can only expect to understand the persistence or withdrawal
situation at an institution by surveying the students of that institution, determining why they
chose to attend the college, and examine what occurred to influence their subsequent
decision to withdraw or persist. Research conclusions can then be used to promote
institutional change to bolster the persistence rate of that institution (Lonabocker 1982).
Researchers warn that without a sound theoretical basis, future attempts to solve the student
persistence problem, will remain fragmented and little more than list of "things to do"
(Catalano, 1985, page 255).

CHAPTER3

DESIGN OF THE STUDY

The problem central to this study is to determine whether the socio-demographic
independent variables of kinds of high school grade, marital status, income group, gender
and race, significantly impact upon the perceptions of graduating college students toward
the dependent variables of goal commitment, institutional commitment, academic
integration, social integration and total aspect as they relate to persistency in acquiring a
college degree. This chapter includes seven sections; (1) design of the study; (2)
population and sampling procedure; (3) demographic profile of sample cohorts; (4)
instrumentation; (5) validity and reliability; (6) data collection procedure; and (7) statistical
analysis.

Type of Desi2n
In order to draw inferences about variable relationships, Keppel (1973) suggests a
single factor design, the Analysis of Variance, to determine whether relationships exists
between the independent and dependent research variables. This study follows the model
of the Analysis of Variance as a design because it allows the researcher to compare the
relative effectiveness of two or more treatments on a common criterion.

Population and Samplin2 Procedure
Research populations comprise an entire group or universal set of individuals
having one or more characteristics in common. A sample is a smaller proportion of a
population selected for observation and analysis (Best and Kahn, 1986). The population of
this study is comprised of three hundred forty-five (345) graduating students from an

32

urban, predominantly-black, commuter institution in southwest Texas. Of these, fifty-two
(52) students were removed because they did not participate in the commencement practice
where the data was collected. Therefore, a sample of two hundred ninety-three (293)
graduating students completed the survey questionnaire.
The purposive sampling procedure was utilired. According to Kerlinger (1986),
this type of purposive nonprobability sampling is characterized by the use of judgment and
a deliberate effort to obtain representativeness by including typical areas or groups. Best
and Kahn (1986) suggest that the use of nonprobability samples such as this requires
extreme circumspection in analysis and interpretation of data. This also applies to the
generalizability of the findings of this study.

Demo2raphic Profile of Participants
Of the two hundred ninety-three (293) graduating student participants of this study,
four percent (4%) are at the doctoral level, forty-nine percent (49%) are at the master's
level, and forty-seven percent (47%) are at the undergraduate level. Of these cases, sixtyseven percent (67%) are married, twenty-six percent (26%) are single, and seven percent
(7%) are living with relatives or friends. Relative to income range, twelve percent (12%)
of the participants reported income of $12 thousand dollars or less, eight percent (8%)
reported income of more than $12 thousand and one dollars, but less than $18 thousand
dollars. Thirty-Eight percent (38%) of the participants reported income greater than $18
thousand and one dollars, yet less than $30 thousand dollars. Also, thirty-seven percent
(37%) are male and sixty three percent (63%) are female. The ethnic profile of the
participants consists of ten percent (10%) African, three percent (3%) Asian, seventy-five
percent (75%) were Black, six percent (6%) Hispanic and five percent (5%) white. Thirty
percent (30%) of the participants reported an 11 A II as the kind of high school grade average;
fifty-six percent (56%) reported a 11 B II as the kind of high school grade average; and
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fourteen percent (14%) reported a "C" as the kind of high school grade average. Table 1
reflects this demographic data.
Table 1
Demographic Profile of Student Participants
Independent Variable

Frequency

Percent

Valid Cases

High School Grades
"A"
"B"
"C"

89
163
41

30.4
55.6
14.0

293

196
76
21

66.9
25.9
7.2

293

137
143
13

46.8
48.8
4.4

293

35
22
110
126

11.9
7.5
37.5
43.0

293

109
184

37.2
62.8

293

29
10
221
18
15

9.9
3.4
75.4
6.1
5.1

293

Marital Status
Married
Single
Living with relative/friend
Degree Level
Undergraduate
Master's
Doctoral
Income Range
$0- $12,000
$12,001 - $18,000
$18,001 - $30,000
Over $30,000
Gender
Male
Female
Ethnicity
African
Asian·

Black
Hispanic
White
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Instrumentation
A questionnaire was developed by the researcher since there was not a standardized
instrument appropriate for the particular purpose of this study. The procedures employed
in developing the instrument were as follows: First, factors perceived to relate to
persistency were identified after an exhaustive search of the literature. Fixed-alternative or
closed question items were developed to the identified factors. Second, the instrument was
submitted to a representative panel of higher education professionals and to students for
suggestions and pilot recommendations significant in providing estimates of reliability and
content validity during the development of the instrument.
The investigative instrument is divided into two sections. The first section consists
of identification and socio-demographic information items. The second section contains
problem information items under four sub-headings. Under the sub-heading of Goal
Commitment, there are two items. The sub-heading of Institutional Commitment contains
three items. The third sub-heading of Academic Integration consist of seven items, and the
final sub-heading of Social Integration consist of three items.
In each section, the participants were asked to circle one of two fixed responses,
indicating either "yes" or "no" perception. Each of the aforementioned responses was
assigned the following values for analysis purposes: Yes (2) and No (1), with the lowest
score representing a less than favorable item perception for the total factor related to
persistency.
Additionally, the investigative instrument consists of six socio-demographic items.
Items one and three (1 and 3) were scored one to three (1 to 3), items two, four and six
(2,4, and 6) were scored one, two, three and four (1, 2, 3, and 4). Finally, item five
which related to gender was scored one or two (1 or 2). Inasmuch as this section was
made up of socio-demographic items, the scoring did not represent perception-sequenceonly categories. The data gathering instrument is shown in appendix 1.

....
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Validity and Reliability
For the purpose of establishing validity, the instrument was given to a group of
undergraduate, graduate, and doctoral degree level students, higher education counselors,
institutional researcher officers, registrars, professors and statisticians in order to validate
the content of the investigative instrument. The primary reason for this approach was to
determine whether or not the items on the instrument measured what they purported to
measure. The instrument was assessed as valid for the study.
For the purpose of reliability, the researcher utilized the split-half procedure. This
was done by correlating the even numbered items with the odd numbered items. In order
to step-up the split-half procedure, the Spearman-Brown prophecy formula was employed.
This formula allows the researcher to estimate the reliability for the entire test, thus yielding
a reliability coefficient of .83 for test as a whole in this investigation. A high reliability
value (.70 or higher) shows that the test is reliably (accurately) measuring the
characteristics it was designed to measure (Best and Kahn, 1986; Bruning and Kintz,
1968).

Data Collection Procedure
During the August, 1988 graduation commencement practice exercises, an appeal
was made to graduates requesting their participation in the study. The appeal emphasized
the importance and need for the study. Moreover, the appeal solicited their anonymous yet
honest responses to the questionnaire. The survey questionnaire was then completed by
each participant with the researcher acting as principal proctor.

Statistical Analysis
The completed questionnaires were categorized by degree level and examined for
errors or inconsistencies. The researcher then coded the questionnaire. Inasmuch as the
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dependent variables (Goal Commitment, Institutional Commitment, Academic Integration
and Social Integration and Total Aspect ) were measured on an interval scale, and the
independent variables (high school grade average, household income range, marital status,
gender and race) were measured on a nominal scale, the parametric statistic determined
appropriate for analyzing the data was the One-Way Analysis of Variance with applications
from the Statistical Package for the Social Sciences (SPSS). Researchers (Hinkle, Dennis,
Wiersma and Jurs, 1981) state that the One-Way Analysis of Variance is a statistical
technique which analyzes the independent effects of one independent variable on a
dependent variable. Additionally, where a statistically significant difference was found
between sample means, the researcher employed the Scheffe Follow-Up test method to
probe where the sample means significance actually fell.

Chapter Summary
In order to examine the perceptions of college students toward identified factors
related to persistency, a population of three hundred forty-five graduating students were
identified for survey in the August, 1988. This population was the graduating class of an
urban, predominantly-black, commuter institution in Southwest Texas. Of the 345 total
students, a purposive sample of 293 or eighty-seven percent (87%) of the total population
did participate in this investigative study.
Data collection was accomplished through the questionnaire method. In the
absence of a standardized instrument appropriate for use in this study, the data gathering
instrument was developed by the researcher. The instrument was submitted to a group of
students and a panel of higher education professionals for suggestions and
recommendations. The instrument was judged to have content validity and yielded a splithalf reliability coefficient of .83 for the test as a whole. Applications from the Statistical
Package for the Social Sciences were used for data analysis. A single factor design, the
One-Way Analysis of Variance, was the statistical procedure employed. An analysis was

,....
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made of the effects of the independent variables on the perceptions of graduating students
toward identified factors related to degree persistency. Goal commitment, institutional
commitment, academic integration, social integration and total aspect were the dependent
variables; kinds of high school grade group, marital status, income group, gender and race
were the independent variables. Null hypotheses were tested at the .05 level of
significance.

CHAPTER4

DATA ANALYSIS

The data collection and analysis process culminates in the rejection or failure to
reject hypotheses central to the problem. According to Best and Kahn (1986) in order to
reject or fail to reject a hypothesis, researchers must employ some level of significance
(alpha level) as a criterion. Thus, in order to examine the problem inherent in the research
question: Do the socio-demographic independent variables (kinds of high school grade
group, marital status, income group, gender and race) impact upon graduating college
students' perceptions toward identified factors related to persistency (goal commitment,
institutional commitment, academic integration, social integration and total aspect)? The
.05 and .01 alpha levels were employed. Rejecting a null hypothesis at the .05 level
indicates that a difference in means as large as that found between experimental and control
group would have resulted from sampling error in less than 5 out of 100 replications of the
experiment. This suggests a 95 percent probability that the difference was due to the
experimental treatment rather than to sampling error.
A more rigorous test of significance is the 1 percent (.01) alpha level. Rejecting a
null hypothesis at the .01 level would suggest that as large a difference between
experimental and control means would have resulted from sampling error in less than 1 in
100 replications of the study (Best and Kahn, 1986).
Tables 1 thru 37 reveal the data analysis and hypotheses dispositions of this study's
purposive sampling of 293 graduating college students of an urban, predominantly-black,
commuter institution in southwest Texas. The One-Way Analysis of Variance and Scheffe
Follow-up test methods are used to treat the data.
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Evaluation of the Hypotheses
In order to avoid researcher bias, a null hypothesis which states that there is no
significant difference between two or more parameters is formulated. Thus, this study
hypothesizes that any apparent difference in sample means at the end of the treatment is the
result of sampling error. Additionally, where a statistically significant difference between
sample means is found, the Scheffe Follow-Up test method rigorously probes the data to
determine where the sample means significance actually fell.

H 1·

There is no statistically significant difference between the perceptions of
different kinds of grade groups of graduating students toward the goal
commitment aspect of persistency.

As shown in Table 1, when the one-way analysis of variance is computed between
the perceptions of graduating students toward the goal commitment aspect of persistency,
there is no significant difference found among the three kinds of grade groups (F= .9367,

df= 2/290, P >.05). Consequently, hypothesis one is substantiated.
Table 1
Analysis of Variance Summary Table for the Variable
Grade: Goal Commitment Aspect of Persistency
Source of

Sum of

Degrees of

Mean

Variation

Squares

Freedom

Square

.0808

2

.0404

Within Groups

12.5062

290

.0431

Total .

12.5870

292

Between Groups

-

..OBERT J. TERRY LIBRARV
TEXAS SOUTHERN UNIYERSITV

F
.9367

Sign
.3931
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H2.

There is no statistically significant difference between the perceptions of
different marital groups of graduating students toward the goal commitment
aspect of persistency.

Shown in Table 2 is the analysis of variance results for the marital status of the
graduating students and their perceptions toward the goal commitment aspect of
persistency. There are differences found in the perceptions of marital groups (F= 5.6872,

df= 2/290, P<.01). Therefore, hypothesis two is not supported.
Table2
Analysis of Variance Summary Table for the Variable
Marital Status: Goal Commitment Aspect of Persistency
Source of

Sum of

Degrees of

Mean

Variation

Squares

Freedom

Square

Between Groups

.4751

2

.2375

Within Groups

12.1120

290

.0418

Total

12.5870

292

F
5.6872

Sign
.0038*

*Significant at the .01 level.

In applying the Scheffe test for further analysis, it was revealed that single
graduating students had significantly more favorable perceptions toward the goal
commitment aspect of persistency than the married graduating students. No other mean
differences were observed (See Table 3).

41

Table 3
Results of the Scheffe Test for the Variable Marital Status:
Goal Commitment Aspect of Persistency
Marital Status

Observed

Scheffe

Married ·

Single

Other

Mean

Critical

Mean

Mean

Mean

Difference

Value

2.02

2.10

2.02
2.10

.08

.08*

2.00

.02

.14

2.00

.10

.16

*Significant at the .05 level.

H3.

There is no statistically significant difference between the perceptions of
different income groups of graduating students toward the goal commitment
aspect of persistency.

In Table 4, the effects of the graduating students' income level on their perceptions
toward the goal commitment aspect of persistency are reported. As indicated in this table,
there is no statistically significant difference found among the perceptions of the four
income groups (F=l.392, df= 3/289, P >.05). Thus, hypothesis three is validated.
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Table4
Analysis of Variance Summary Table for the Variable
Income: Goal Commitment Aspect of Persistency
Source of

Sum of

Degrees of

Mean

Variation

Squares

Freedom

Square

Between Groups

.1792

3

.0597

Within Groups

12.4078

289

.0429

Total

12.5870

292

H4.

F
1.3916

Sign
.2455

There is no statistically significant difference between the perceptions of
male and female graduating students toward the goal commitment aspect of
persistency.

One-way analysis of variance results for the two sex groups of graduating students
(Table 5) revealed no significant difference between their perceptions toward the goal
commitment aspect of persistency (F= .279, df= 1/291, P >.05). Thus, hypothesis four is
supported.

Table 5
Analysis of Variance Summary Table for the Variable
Sex: Goal Commitment Aspect of Persistency

Source of

Sum of

Degrees of

Mean

Variation

Squares

Freedom

Square

.0120

1

.0120

Within Groups

12.5750

291

.0432

Total

12.5870

292

Be~ween Groups

F
.2786

Sign
.5980
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H5.

There is no statistically significant difference between the perceptions of
different racial groups of graduating students toward the goal commitment
aspect of persistency.

Indicated in Table 6 is the analysis of variance results for the race of the graduating
students and their perceptions toward the goal commitment aspect of persistency. The
difference found in the perceptions of the five racial groups (F= 2.903, df= 4/288, P <.05)
is significant, consequently, hypothesis five is rejected

Table6
Analysis of Variance Summary Table for the Variable
Ethnicity: Goal Commitment Aspect of Persistency
Source of

Sum of

Degrees of

Variation

Squares

Freedom

Between Groups

Mean
Square

.4879

4

.1220

Within Groups

12.0992

288

.0420

Total

12.5870

292

F
2.9032

Sign
.0222*

*Significant at the .05 level.

Application of the Scheffe follow-up test revealed (See Table 7) that black
graduating students had a significantly more favorable perception toward the goal
commitment aspect of persistency than their white counterparts. No other mean differences
exist.

A
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Table 7
Results of the Scheffe Test for the Variable Ethnicity:
Goal Commitment Aspect of Persistency

AF

AS

Ethnicity
BL

Mean

Mean

Mean

2.07

2.00

2.07

HIS

Mean

Observed

Scheffe

WH

Mean

Critical

Mean

Difference

Value

.07

.23

.04

.12

.07

.19

-.13

.20

-.03

.21

-.00

.25

-.20

.26

-.03

.16

2.20

-.17

.17*

2.20

.20

.22

2.03

2.07

2.00

2.07

2.20
2.00

2.03

2.00

2.00

2.00

2.20
2.03

2.00

2.03
2.00
AF=African

BL=Black

AS =Asian

HIS = Hispanic

*Significant at the .05 level.

WH=White
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H6.

There is no statistically significant difference between the perceptions of
different kinds of grade groups of graduating students toward the
institutional commitment aspect of persistency.

Revealed in Table 8 are the analysis of variance results for the graduating students'
grade on their perceptions toward the institutional commitment aspect of persistency. As
reported in this table, a significant difference is found between the three groups (F= 11.67,
df= 2/290, P <.01). Therefore, .this hypothesis is not substantiated.

Table 8
Analysis of Variance Summary Table for the Variable
Grade: Institutional Commitment Aspect of Persistency
Source of

Sum of

Degrees of

Mean

Variation

Squares

Freedom

Square

Between Groups

15.8008

2

7.9004

Within Groups

196.2538

290

.6767

Total

212.0546

292

F
11.6742

Sign

.0000*

*Significant at the .01 level.

The Scheffe test revealed that the graduating students who expressed that their high
school grade was a "C" had a significantly more positive perception regarding the
institutional commitment aspect of persistency than those students who expressed that their
high school grade was a "B." No other mean differences were observed (See Table 9).
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Table 9
Results of the Scheffe Test for the Variable Kinds of Grade in High School:
Institutional Commitment Aspect of Persistency
Kinds of Grade

Observed

Scheffe

A Student

B Student

C Student

Mean

Critical

Mean

Mean

Mean

Difference

Value

4.24

3.93

.31

.32

4.56

-.32

.47

4.56

-.63

.44*

4.24
3.93
*Significant at the .05 level.

H 7.

There is no statistically significant difference between the perceptions of
different marital groups of graduating students toward the institutional
commitment aspect of persistency.

As shown in Table 10, when the one-way analysis of variance is computed between
the perceptions of graduating students toward the institutional commitment aspect of
persistency, there is no significant difference found between the three marital groups (F=
1.097, df= 2/290, P >.05). Consequently, this hypothesis seven is supported.
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Table 10
Analysis of Variance Summary Table for the Variable
Marital Status: Institutional Commitment Aspect of Persistency
Source of

Sum of

Degrees of

Mean

Variation

Squares

Freedom

Square

1.5917

2

.7958

Within Groups

210.4629

290

.7257

Total

212.0546

292

Between Groups

Hg.

F
1.0966

Sign
.3354

There is no statistically significant difference between the perceptions of
different income groups of graduating students toward the institutional
commitment aspect of persistency.

Reported in Table 11 is the analysis of variance results for the income level of the
graduating students and their perceptions toward the institutional commitment aspect of
persistency. The differences found in the perceptions of four income groups (F= 4.406,
df=3/289, P <.05) were significant at the .05 level. Thus hypothesis eight is rejected.
Table 11
Analysis of Variance Summary Table for the Variable
Income: Institutional Commitment Aspect of Persistency
Source of

Sum of

Degrees of

Mean

Variation

Squares

Freedom

Square

Between Groups

9.2751

3

3.0917

Within Groups

202.7795

289

.7017

Total

212.0546

292

*Significant at the .01 level.

F
4.4063

Sign
.0048*
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The additional analysis of the Scheffe Test revealed that graduating students whose
income level fell between $18,001 to $30,000 had a significantly more positive perception
toward the institutional commitment aspect than those graduating students whose income
fell between $12,001 to $18,000. No other mean differences were observed (See Table
12).
Table 12
Results of the Scheffe Test for the Variable Income:
Institutional Commitment Aspect of Persistency
Income
Oto

12,001 to

18,001 to

over

Observed

Scheffe

12,000

18,000

30,000

30,001

Mean

Critical

Mean

Mean

Mean

Mean

Difference

Value

4.29

3.68

.61

.77

.30

.55

.04

.55

.31

.19*

4.25

-.57

.66

4.25

-.26

.37

4.29

3.99

4.29

4.25
3.68

3.99

3.68
3.99
*Significant at the .05 level.

H9.

There is no statistically significant difference between the perceptions of
male and female graduating students toward the institutional commitment
aspect of persistency.

As reflected in Table 13, when the one-way analysis of variance is computed
between the perceptions of graduating students toward the institutional commitment aspect
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of persistency, there is a significant difference found between the two sex groups (F=
12.712, df= 1/291, P <.05). Therefore, hypothesis nine is rejected.
Table 13
Analysis of Variance Summary Table for the Variable
Sex: Institutional Commitment Aspect of Persistency
Source of

Sum of

Degrees of

Variation

Squares

Freedom

Mean
Square

8.8757

1

8.8757

Within Groups

203.1789

291

.6982

Total

212.0546

292

Between Groups

F
12.7121

Sign
.0004*

*Significant at the .01 level.

Further data analysis indicated that the mean for the female group of graduating
students is higher than the mean for the male group of graduating students regarding the
institutional commitment aspect of persistency. The data seem to suggest that female
graduating students had a more favorable perception toward the institutional commitment
aspect of persistency than their male counterparts.

H 10·

There is no statistically significant difference between the perceptions of
different racial groups of graduating students toward the institutional
commitment aspect of persistency.

'Revealed in Table 14 is the analysis of variance results for the graduating students'
racial origins on their perceptions toward the institutional commitment aspect of
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persistency. As indicated in this table, significant clifferences were found among the five
racial groups (F= 13.453, df= 4/288, P<.05). Thus, hypothesis ten is rejected.
Table 14
Analysis of Variance Summary Table for the Variable
Ethnicity: Institutional Commitment Aspect of Persistency
Source of

Sum of

Degrees of

Mean

Variation

Squares

Freedom

Square

Between Groups

33.3830

4

8.3458

Within Groups

178.6716

288

.6204

Total

212.0546

292

F
13.4525

Sign
.0000*

*Significant at the .01 level

Application of the Scheffe Test (See Table 15) reveals that Black, Hispanic and
white graduating students have a significantly more positive perception toward the
institutional commitment aspect of persistency than African and Asian graduating students.
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Table 15
Results of the Scheffe Test for the Variable Ethnicity:
Institutional Commitment Aspect of Persistency
Ethnicity

Observed

Scheffe

AF

AS

BL

HIS

WH

Mean

Critical

Mean

Mean

Mean

Mean

Mean

Difference

Value

3.41

3.10

3.41

4.20

3.41

4.17

3.41

4.80
3.10

4.20

3.10

4.17

3.10

4.80
4.20

4.17

4.20
4.17
AF=African

BL=Black

AS =Asian

HIS = Hispanic

.31

.88

-.79

.45*

-.76

.73*

-1.39

.71 *

-1.10

.79*

-1.07

.98*

-1.70

1.01*

.03

.62

4.80

-.60

.66

4.80

-.63

.88

WH=White

*Significant at the .05 level.

H 11 ·

There is no statistically significant difference between the perceptions of
different kinds of grade groups of graduating students toward the academic
integration aspect of persistency.
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In Table 16, the effects of the graduating students' high school grade on their
perceptions toward the academic integration aspect of persistency are reported. As reported
in this table, no statistically significant differences were found among the three groups
(F=l.494, df=2/290, p>.05). Consequently, hypothesis eleven is supported.

Table 16
Analysis of Variance Summary Table for the Variable
Grade: Academic Integration Aspect of Persistency
Source of

Sum of

Degrees of

Variation

Squares

Freedom

Between Groups

Mean
Square

5.6361

2

2.8180

Within Groups

547.0534

290

1.8864

Total

552.6894

292

H12.

F

Sign

1.4939

.2262

There is no statistically significant difference between the perceptions of
different marital groups of graduating students toward the academic
integration aspect of persistency.

Shown in Table 17 is the analysis of variance results for the marital status of the
graduating students and their perceptions toward the academic integration aspect of
persistency. The differences found in the perceptions of the three marital groups
(F=3.184, df=2/290, p<.05) were significant at the .05 level. Thus, hypothesis twelve is
not supported.
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Table 17
Analysis of Variance Summary Table for the Variable
Marital Status: Academic Integration Aspect of Persistency

Mean
Square

Source of

Sum of

Degrees of

Variation

Squares

Freedom

Between Groups

11.8750

2

5.9375

Within Groups

540.8144

290

1.8649

Total

552.6894

292

F
3.1838

Sign
.0429*

*Significant at the .05 level.

Application of the Scheffe Test revealed that no two groups were significantly
different at the .05 level. (See Table 18).
Table 18
Results of the Scheffe Test for the Variable Marital Status:
Academic Integration Aspect of Persistency
Marital Status

Observed

Scheffe

Married

Single

Other

Mean

Critical

Mean

Mean

Mean

Difference

Value

-.37

.45

10.43

.35

.78

10.43

.72

.83

10.78

11.15

10.78
11.15
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H13.

There is no statistically significant difference between the perceptions of
different income groups of graduating students toward the academic
integration aspect of persistency.

Reported in Table 19 is the analysis of variance results for the income level of the
graduating students and their perceptions toward the academic integration aspect of
persistency. The differences found in the perceptions of the four income groups (F=2.903,
df=3/289, p<.05) were significant at the .05 level. Therefore, hypothesis thirteen is
rejected.

Table 19
Analysis of Variance Summary Table for the Variable
Income: Academic Integration Aspect of Persistency
Source of

Sum of

Degrees of

Mean

Variation

Squares

Freedom

Square

Between Groups

16.1658

3

5.3886

Within Groups

536.5237

289

1.8565

Total

552.6894

292

*Significant at the .05 level.

F
2.9026

Sign
.0352*
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In Table 20, the Scheffe Test for further data analysis failed to identify significant
betwen two group differences.
Table20
Results of the Scheffe Test for the Variable Income:
Academic Integration Aspect of Persistency
Income
Oto

12,001 to

18,001 to

over

Observed

Scheffe

12,000

18,000

30,000

30,001

Mean

Critical

Mean

Mean

Mean

Mean

Difference

Value

11.11

10.68

.43

1.05

.03

.75

.50

.74

-.40

.89

10.61

.07

.80

10.61

.47

.50

11.11

11.08

11.11

10.61
10.68

11.08

10.68
11.08

H14.

There is no statistically significant difference between the perceptions of
male and female graduating students toward the academic integration aspect
of persistency.

In Table 21, the effects of the graduating students' sex on their perceptions toward
the academic integration aspect of persistency are indicated. As revealed in this table, there
is no statistically significant difference between the perceptions of the two sex groups
(F=.772, .df=l/291, p>.05). Consequently, hypothesis fourteen is supported.
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Table21
Analysis of Variance Summary Table for the Variable
Sex: Academic Integration Aspect of Persistency
Source of

Sum of

Degrees of

Variation

Squares

Freedom

Between Groups

Mean
Square

1.4619

1

1.4619

Within Groups

551.2275

291

1.8943

Total

552.6894

292

H15.

F
.7718

Sign
.3804

·There is no statistically significant difference between the perceptions of
different racial groups of graduating students toward the academic
integration aspect of persistency.

Indicated in Table 22 is the analysis of variance results for the ethnicity of the
graduating students and their perceptions toward the academic integration aspect of
persistency. The differences found in the perceptions of the five groups (F=2.659,
df=4/288, p<.05) are significant at the .05 level. Thus, hypothesis fifteen is not
supported.
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Table22
Analysis of Variance Summary Table for the Variable
Ethnicity: Academic Integration Aspect of Persistency

Mean
Square

Source of

Sum of

Degrees of

Variation

Squares

Freedom

Between Groups

19.6813

4

4.9203

Within Groups

533.0082

288

1.8507

Total

552.6894

292

F
2.6586

Sign
.0331 *

*Significant at the .05 level.

Application of the Scheffe Test (Table 23) failed to reveal significant between group
differences.
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Table 23
Results of the Scheffe Test for the Variable Ethnicity:
Academic Integration Aspect of Persistency
Ethnicity

Observed

Scheffe

AF

AS

BL

HIS

WH

Mean

Critical

Mean

Mean

Mean

Mean

Mean

Difference

Value

10.45

11.30

10.45

-.85

1.49

-.39

.81

-1.22

1.23

-.15

1.30

.46

1.33

-.37

1.62

.70

1.67

-.83

1.01

10.60

.24

1.09

10.60

1.07

1.44

10.84

10.45

11.67

10.45

10.60
11.30

10.84

11.30

11.67

11.30

10.60
10.84

11.67

10.84
11.67
AF=African

BL=Black

AS =Asian

HIS = Hispanic

WH=White
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H16-

There is no statistically significant difference between the perceptions of
different kinds of grade groups of graduating students toward the social
aspect of persistency.

Revealed in Table 24 is the analysis of variance results for the kinds of grades
received in high school of the graduating students and their perceptions toward the social
aspect of persistency. The differences found n the perceptions of the three groups
(F=.518, df=2/290, p>.05) are not significant at the .05 level. Therefore, hypothesis
sixteen is supported.

Table24
Analysis of Variance Summary Table for the Variable
Grade: Social Integration Aspect of Persistency
Source of

Sum of

Degrees of

Variation

Squares

Freedom

Between Groups

Mean
Square

.9636

2

.4818

Within Groups

269.7599

290

.9302

Total

270.7235

292

H 17.

F
.5180

Sign
.5963

There is no statistically significant difference between the perceptions of
clifferent marital groups of graduating students toward the social aspect of
persistency.

~In Table 25, the effects of the graduating students' marital status on their

perceptions toward the social aspect of persistency are reflected. As indicated in this table,
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there is no statistically significant difference among the perceptions of the three marital
groups (F=2.104, df=2/290, p>.05). Thus, hypothesis seventeen is not rejected.

Table 25
Analysis of Variance Summary Table for the Variable
Marital Status: Social Integration Aspect of Persistency
Source of

Sum of

Degrees of

Mean

Variation

Squares

Freedom

Square

Between Groups

3.8729

2

1.9364

Within Groups

266.8507

290

.9202

Total

270.7235

292

H1g.

F

Sign

2.1044

.1238

There is no statistically significant difference between the perceptions of
different income groups of graduating students toward the social aspect of
persistency.

Reported in Table 26 is the analysis of variance results for the income level of the
graduating students and their perceptions toward the social aspect of persistency. The
differences found in the perceptions of the four groups (F=8.006, df=3/289, p<.01) are
significant at the .01 level. Consequently, hypothesis eighteen is rejected.
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Table26
Analysis of Variance Summary Table for the Variable
Income: Social Integration Aspect of Persistency
Source of

Sum of

Degrees of

Mean

Variation

Squares

Freedom

Square

Between Groups

20.7729

3

6.9243

Within Groups

249.9506

289

.8649

Total

270.7235

292

F
8.0061

Sign
.0000*

*Significant at the .01 level.
Application of the Scheffe Test (see Table 27) revealed that graduating students
whose incomes range between $0 and $12,000 have a more positive perception toward the
social aspect of persistency than those graduating students whose incomes range over
$18,000.
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Table 27
Results of the Scheffe Test for the Variable Income:
Social Integration Aspect of Persistency
Income
Oto
12,000

12,001 to

18,001 to

over

Observed

Scheffe

18,000

30,000

30,001

Mean

Critical

Mean

Mean

Mean

Mean

Difference

Value

4.66

4.23

.43

.86

.61

.61 *

.85

.61 *

.18

.73

3.81

.42

.73

3.81

.24

.41

4.66

4.05

4.66

3.81
4.23

4.05

4.23
4.05
*Significant at the .05 level.
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H19.

There is no statistically significant difference between the perceptions of
male and female graduating students toward the social aspect of persistency.

Shown in Table 28 is the analysis of variance results for the sex of the graduating
students and their perceptions toward the social aspect of persistency. The differences
found in the perceptions of the two groups (F=.503, df=l/291, p>.05) are not significant
at the .05 level. Therefore, hypothesis nineteen is not rejected.

Table 28
Analysis of Variance Summary Table for the Variable
Sex: Social Integration Aspect of Persistency
Source of

Sum of

Degrees of

Mean

Variation

Squares

Freedom

Square

.4667

1

.4667

Within Groups

270.2569

291

.9287

Total

270.7235

292

Between Groups

H20.

F
.5025

Sign
.4790

There is no statistically significant difference between the perceptions of
different racial groups of graduating students toward the social aspect of
persistency.

In Table 29, the effects of the graduating students' ethnicity on their perceptions
toward the social aspect of persistency are indicated. As reported in this table, there is no
statisticalfy significant difference found among the perceptions of the five racial groups
(F=.271, df=4/288, p>.05). Thus, hypothesis twenty is not rejected.
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Table29
Analysis of Variance Summary Table for the Variable
Ethnicity: Social Integration Aspect of Persistency
Source of

Sum of

Degrees of

Variation

Squares

Freedom

Mean
Square

1.0160

4

.2540

Within Groups

269.7076

288

.9365

Total

270.7235

292

Between Groups

H21.

F
.2712

Sign
.8964

There is no statistically significant difference between the perceptions of
different kinds of grade groups of graduation students toward the total
aspect of persistency.

As reported in Table 30, when the One-Way Analysis Variance is computed
between the perceptions of graduating students toward the total aspect of persistency.
There is a significant difference found among the three kinds of grade groups (F=4.857,
df=2/290, p<.05). Consequently, hypothesis twenty-one is rejected.
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Table 30
Analysis of Variance Summary Table for the Variable
Grade: Total Aspect of Persistency
Source of

Sum of

Degrees of

Mean

Variation

Squares

Freedom

Square

Between Groups

43.8994

2

21.9497

Within Groups

1310.6876

290

4.5196

Total

1354.5870

292

F
4.8565

Sign
.0084*

*Significant at the .01 level.

The Scheffe Test applied for further data analysis, revealed no significant between
group differences.
Table 31
Results of the Scheffe Test for the Variable Grade:
Total Aspect of Persistency
Observed

Scheffe

Mean
Difference

Critical

.60

1.07

21.73

-.42

1.22

21.73

-1.02

1.31

Kinds of Grade
A Student

B Student

C Student

Mean

Mean

Mean

21.31

20.71

21.31
20.71

H22.

Value

There is no statistically significant difference between the perceptions of
different marital groups of graduating students toward the total aspect of
persistency.
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Indicated in Table 32 is the analysis of variance results for the marital status of the
graduating students and their perceptions toward the total aspect of persistency. The
differences found in the perceptions of marital groups (F=2.719, df=2/290, p<.05) are
nonsignificant. Thus, hypothesis twenty-two is not rejected.
Table 32
Analysis of Variance Summary Table for the Variable
Marital Status: Total Aspect of Persistency
Source of

Sum of

Degrees of

Mean

Variation

Squares

Freedom

Square

Between Groups

24.9318

2

12.4659

Within Groups

1329.6552

290

4.5850

Total

1354.5870

292

H23.

F

Sign

2.7188

.0676

There is no statistically significant difference between the perceptions of
different income groups of graduating students toward the total aspect of
persistency.

Revealed in Table 33 are the effects of the graduating student's income level on
their perceptions toward the total aspect of persistency. As indicated in this table, there is a
statistically significant difference among theperceptions of the four income groups
(F=4.567, df=3/289, p<.05). Thus, hypothesis twenty-three is not retained.
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Table 33
Analysis of Variance Summary Table for the Variable
Income: Total Aspect of Persistency

Mean
Square

Source of

Sum of

Degrees of

Variation

Squares

Freedom

Between Groups

61.3162

3

20.4387

Within Groups

1293.2709

289

4.4750

Total

1354.5870

292

F
4.5673

Sign
.0038*

*Significant at the .01 level.

The additional analysis of the Scheffe Test (Table 34) revealed that graduating
students whose incomes are between $0-$12,000 had more positive perceptions toward
the total aspect of persistency than those students whose incomes are $30,000 or above.
Additionally, graduating students whose incomes are between $12,001 and $18,000 had
significantly more favorable perceptions toward the total aspect of persistency that those
students whose incomes are between $18,000 and $30,000.
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Table 34
Results of the Scheffe Test for the Variable Income:
Total Aspect of Persistency
Income
Oto
12,000

12,001 to

18,001 to

over

18,000

30,000

Mean

Mean

Mean

22.14

20.68

22.14

Scheffe

30,001

Observed
Mean

Mean

Difference

Value

1.46

1.96

.99

2.49

1.44

1.38*

-.47

1.69*

20.70

.02

.81

20.70

.45

.94

21.15

22.14

20.70
20.68

21.15

20.68
21.15
*Significant at the .05 level.

Critical
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H24 .

There is no statistically significant difference between the perceptions of
male and female graduating students toward the total aspect of persistency.

One-Way Analysis of Variance results for the two sex groups of graduating
students (Table 35) revealed no significant difference between their perceptions toward the
total aspect of persistency (F=2.498, df=l/291, p>.05). Thus, hypothesis twenty-four is
supported.

Table 35
Analysis of Variance Summary Table for the Variable
Sex: Total Aspect of Persistency
Source of

Sum of

Degrees of

Mean

Variation

Squares

Freedom

Square

Between Groups

11.5290

1

11.5290

Within Groups

1343.0580

291

4.6153

Total

1354.5870

292

H25.

F

Sign

2.4980

.1151

There is no statistically significant difference between the perceptions of
different racial groups of graduating students toward the total aspect of
persistency.

Reported in Table 36 is the analysis of variance results for the race of graduating
students and their perceptions toward the total aspect of persistency. The difference found
in the perceptions of the five racial groups (F=2.943, df=4/288, p<.05) is significant.
Consequently, hypothesis twenty-five is rejected.
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Table 36
Analysis of Variance Summary Table for the Variable
Ethnicity: Total Aspect of Persistency

Mean
Square

Source of

Sum of

Degrees of

Variation

Squares

Freedom

Between Groups

53.1910

4

13.2978

Within Groups

1301.3960

288

4.5187

Total

1354.5870

292

F
2.9438

Sign
.0208*

*Significant at the .05 level.

Application of the Scheffe Test (See Table 37) revealed no significant between
group differences.
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Table 37
Results of the Scheffe Test for the Variable Ethnicity:
Total Aspect of Persistency
Ethnicity

Observed

Scheffe

AF

AS

BL

HIS

WH

Mean

Critical

Mean

Mean

Mean

Mean

Mean

Difference

Value

20.07

20.30

20.07

-.23

2.41

-1.01

1.30

-1.76

1.97

1.73

2.09

-.78

2.14

-1.53

2.60

-1.50

2.69

-.75

1.63

21.80

-.73

1.79

21.80

-.03

2.31

21.08

20.07

21.83

20.07

21.80
20.30

21.08

20.30

21.83

20.30

21.80
21.08

21.83

21.08
21.83
AF =African
AS =Asian

BL=Black
HIS = Hispanic

WH=White
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Chanter Summary
In this chapter quantitative data were translated to intelligible and interpretable form

in order to obtain answers to the research question: Do the socio-demographic independent
variables of kinds of high school grade group, marital status, income group, gender and
race significantly impact upon graduating college students' perception toward identified
factors (goal commitment, institutional commitment, academic integration, social
integration and total aspect) related to persistency? Throughout the data analysis, when the
coefficients were statistically significant, the data infer that the null hypotheses be rejected.
N onsignificant coefficients infer that the null hypotheses be supported.

CHAPIBR5

SUMMARY, FINDINGS, CONCLUSIONS, AND RECOMMENDATIONS

An examination of the perceptions of identified factors related to degree persistency
among college students provided the nucleus of this study. Additionally, this study
included a broad portfolio of socio-demographic independent variables as they relate to
perceptions of students of an urban, predominantly-black, commuter institution. Thus, this
study sought to address the problem evoked in the research question: Do the sociodemographic independent variables (high school grade group, marital status, income
group, gender and race) significantly impact upon graduating college students' perceptions
toward identified factors related to persistency (goal commitment, institutional commitment,
academic integration, social integration and total aspect) in acquiring a college degree?
A single factor design, the One-Way Analysis of Variance was employed to analyze
data on two hundred ninety-three (293) student persisters at a university in southwest
Texas. For purposes of data collection, a two-section questionnaire developed by the
researcher and validated by a panel of authorities in the field of Higher Education,
Curriculum and Instruction, Research and Statistics was utilized. Whereas, germane to this
study, only those students who had demonstrated degree persistency were eligible
participants, the nonprobability purposive sampling method was employed as it is
characterized by its deliberate effort to obtain representativeness by including typical areas
or groups (Kerlinger, 1986). To establish a measure of reliability, the split-half procedure,
stepped-up by the Spearman Brown Prophecy Formula was utilized. The instrument
yielded a r_eliability coefficient of .83 for test as a whole.
The findings reported and discussed here, while highly provocative and relevant to
the particular institution being examined, are not the same for all other postsecondary
institutions. Thus, this study supports the position of Lonabocker (1982) which states that

74

any institution's pattern of student persistency is, by definition, seriously limited in
generalizability. It is hoped, however, that this research may prove useful in attempts to
understand student persistence from the standpoint of both predominantly-black institutions
and other institutions of significantly large minority student enrollment .

Summary of Findin2s
The following findings were observed in this study:

1. The variable kind of grades did not produce a significant effect on the graduating
college students' perceptions toward the goal commitment aspect of persistency.
2. The students' marital statuses and ethnicity, as separate variables, did produce a
significant effect on their perceptions toward the goal commitment aspect of persistency.
3. The effects of the students' sex and income levels independently did not produce
a significant effect on their perceptions toward the goal commitment aspect of persistency.
4. The variables (1) kind of grades, (2) marital status, (3) sex and (4) ethnicity, as
separate variables, did not produce a significant effect on the students perceptions toward
the institutional commitment aspect of persistency.
5. The students' income level did not produce a significant effect on their
perceptions toward the institutional commitment aspect of persistency.
6. The effects of the college students' kind of grades on their perceptions toward
the academic integration aspect of persistency were not statistically significant
7. The graduating college students' marital statuses, income levels and ethnicity, as
independent variables, did produce a significant effect on their perceptions toward the
academic integration aspect of persistency.
8. The graduating college student's sex did not produce a significant effect on their
percepp ons toward the academic integration aspect of persistency.
9. The variables (1) kind of grade, (2) marital status, (3) sex and (4) ethnicity did
not produce a significant effect on the perceptions of graduating college students regarding
the social aspect of persistency.
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10. The perceptions of graduating college students toward the social integration
aspect of persistency were significantly affected by their income.
11. The graduating college students' (1) kind of grades, (2) income level and (3)
ethnicity independently did produce a significant effect on their perceptions toward the total
aspect of persistency.
12. The variables sex and marital status separated did not produce a significant
effect on the perception of graduating college students regarding the total aspect of
persistency.

Conclusions
The following conclusions are drawn from the findings of this study:
1. Single graduating college students have a significantly more favorable
perception toward the goal commitment aspect of persistency than their married
counterparts.
2. Black graduating college students have a significantly more favorable perception
regarding the goal commitment aspect of persistency than the white graduating college
students.
3. Graduating college students who expressed that their kind of high school group
was a "C" have a more positive perception with respect to the institutional commitment
aspect of persistency than those students who expressed that their kind of high school
group was a "B."
4. Graduating college students whose income range is between $18,001 to
$30,000 dollars have a significantly more favorable perception toward the institutional
aspect of persistency than those graduating college students whose income range is
between $12,001 to $18,000 dollars.
5. Female graduating students have a more positive perception toward the
institutional commitment aspect of persistency than their male counterparts.
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6. Graduating college students whose ethnicity is Black, Hispanic, and White have
a significantly more favorable perception regarding the institutional commitment aspect of
persistency than their African and Asian counterparts.
7. Graduating college students whose income range is between $0 to $12,000 have
a more positive perception toward the social integration aspect of persistency than those
graduating college students whose income range is over $18,000.
8. Graduating college students whose income is between $0 to $12,000 have a
significantly more favorable perception toward the total aspect of persistency than those
students whose income is $30,000 and above.
9. Graduating college students whose income range is between $12,001 to
$18,000 have a significantly more favorable perception toward the total aspect of
persistency than those students whose income is between $18,001 thru $30,000.

Recommendations
The following theoretical recommendations for the field of higher education are
drawn from the findings of this study:

1. A student whose marital status is single often will indicate comparatively more
single-mindedness of goal pursuit. Singles are likely to have fewer diversions and a more
individualized approach to degree persistency than their married counterparts. From an
institutional perspective, administrators may want to target married students for a more
comprehensive portfolio of support services.
2. The conclusion that black students have a significantly more favorable
perception regarding the goal commitment aspect of persistency than white graduating
college students is substantiated by research which reports that students of any race, Black
or White,. who are in the proportionate minority of an institution are much more likely than
students of the racial majority to dropout of college prior to goal attainment (Bynum and
Thompson, 1983). Theoretically, minority attrition could be reduced if freshman and
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sophomore advisors would seek to place proportional minority (Black or White) students
together for increased social support.
3. The open door philosophy of designated colleges is a vote of confidence in the
high school graduate of average grades. Seemingly, it creates a reciprocal reaction in these
students and possibly translates into their more favorable perception of institutional
commitment as compared to the high school student of above average grades. College
recruiters might stress in public addresses and in recruitment literature that higher education
officials are interested in enrolling all academic levels of high school graduates into colleges
and universities. Recruiters might do well to emphasize not only their institutional agenda
of open access, but also the support systems in place to enhance success for students.
4. To enhance the perception of institutional commitment of African and Asian
students, this researcher would suggest to the boards and chief administrative officers in
higher education to reconsider the disproportionate number of Asian and African
administrators and faculty persons. Higher education should seek to increase the African
and Asian segment of its administration and faculty in order that they may serve as mentors
and role models for this fast growing and often disenfranchised student segment of the
American university.
5. As stated in conclusion seven (7), graduating college students whose income
range is between $0-$12,000 have a more positive perception toward the social integration
aspect of persistency than those graduating college students whose range is over $18,000.
The implications of this conclusion are quite clear in that it suggests that possibly the lowincome student will be looking to the institution to provide opportunities for social
integration into the college system. Higher education officials must plan to feature social
events on campus or provide transportation. It is suggested that all events be free of charge
or require only valid student identification. Campus fraternities and sororities should also
be made sensitive to this concern as the tone of campus-wide sensitivity for the low-income
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student should emanate from the board of trustees and be reflected throughout campus
offices and classrooms.

Recommendations for Further Study
Since significant differences were found to exist among graduating college
students' perception toward selected factors related to degree persistency, it is
recommended that:
1. Further research be conducted utilizing students who have withdrawn from an

institution of higher education regarding college withdrawal.
2. Differing degree levels be isolated as dependent variables for further research,
inasmuch as the researcher identified institutional commitment, goal commitment, academic
integration and social integration as the dependent variables of this study.
3. A study be conducted that would include a more equitably diversified group of
graduating students for the pwpose of shedding more light on the factors related to
persistency.
4. A longitudinal study be conducted to examine the students' perception of the
identified factors related to persistency.
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APPENDIX
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PERSISTENCE SURVEY QUESTIONNAIRE
I.

First, I would like to ask about demographics. It is important that
the responses be credited to the correct student profile so please
circle the correct response.

1.

Which degree are you about to be rewarded?
Undergraduate (four-year)
1
Graduate (Masters' level) .......................................... 2
Doctoral (Ed.D) ..................................................... 3

2.

In high school, what kind of student were you in general?
An A student .................................. .... .................. 1
A B student. ........................................................ 2
A C student. ........................................................ 3
A C student. ........................................................ 4

3.

What is your marital status?
Married .............................................................. 1
Single ................................................................ 2
Living with parents or relative .................................... 3

4.

What is your household income?
0 - 12,000 .......................................................... .
....... .. ....... .... ....... .. . .. ............ .... ... . ...... ..... ....... .. 1
12,001 - 18,000 .................................................... 2
18,001 - 30,000 .................................................... 3
Over 30,001 ......................................................... 4

5.

What is your gender?
Male .................................................................. 1

Female ............................................................... 2

6.

What is your ethnic origin?
African ............................................................... 1
Asian/Pacific Islander ............................................. 2
Black ................................................................. 3
Hispanic ............................................................. 4
White ................................................................. 5
Other (Please specify) _ _ _ _ _ _ _ _ _ ........... 6

II.

Now, I would like to know about GOAL COMMITMENT as it
relates to persistence.
Please circle one response per question.

7.

Do you feel you made the right choice in pursuing this level degree?
yes
no

8.

Who influenced you MOST to graduate?
Parents
yes
Faculty member
yes
Friend
yes
Self
yes

Circle ONE.
no
no
no
no
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III.

Next, I would like to know about INSTITUTIONAL COMMITMENT
as it relates to persistence.

9.

Do you feel you made the right decision in attending this university?
yes
no

10.

Was this university your first choice of college to attend?
yes
no

11.

Was this university your parents choice of college for you to attend?
yes
no

IV.

Please respond to these persistency questions relating to
ACADEMIC INTEGRATION.

12.

Have you ever been on academic probation at this university?
yes
no

13.

Did you ever "sit-Out or fail to enroll for a semester or more after
you first enrolled for this degree?

14.

If you responded yes, what was the primary reason-Attending another school
yes
Did not have enough money for school yes
I had personaVwork problems
yes
Other
yes

no
no
no
no

Please respond to each of the following items.
While at TSU, were you satisfied with the following services?
15.

Research Facilities ........................... yes

no

16.

Financial Aid ................................. yes

no

17.

Counseling Services ........................ yes

no

18.

Time and places of classes ................. yes

no

V.

Finally, I would like to know about SOCIAL INTEGRATION as it
relates to persistence.

19.

Was it easy to develop a close relationship with students?
yes
no

20.

Was it easy to develop a close relationship with faculty?

21.

Were you satisfied with student activities at this college?
yes
no
THANKYOUFORYOURPARTICWATION
HOPEFULLY THE RESULTS WILL HELP
OTHERS TO PLAN AND PERSIST TO
GRADUATION!!
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